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Chapter 1 
The development of competence 
1.1. Introduction 
The domain of investigation in this longitudinal study is the 
development of competence. In §1.3.1. competence will be defined as a 
general capability to solve problems. In order to classify these problems, to 
put them in a developmental framework and to describe the relation between 
these problems and the development of the child, the concept of 'develop-
mental tasks' will be explained in §1.2. 
The theoretical model on which this dissertation is based will be 
presented in §1.3. This model describes how the competence of a child 
develops in a transactional relation with the environmental support the child 
experiences in solving problems. The experienced social support and the 
experienced competence lead to certain expectancies in the child. These 
expectancies will be integrated in what will be called, the 'self-theory' of the 
child. In §1.3.1., §1.3.2., and §1.3.3., the three core concepts of the 
theoretical model (competence, self-theory, and social support, respectively) 
will be presented. Next, in §1.4., we will elaborate on the various influences 
that function among the three core concepts, and that, as stated before, lead to 
the development of competence in a child. 
Finally, in §1.5., three research questions will be deduced from the 
model. These three research questions will be the subject of the three 
empirical studies in this dissertation. The additional theoretical background to 
these topics will be presented in the separate empirical chapters. 
1.2. Developmental tasks 
In a historical review of the developmental psychology of personality 
through the life span, Havighurst (1973) describes how, in the early decades 
of the twentieth century, psychologists developed ideas about the interaction 
between heredity and social environment in the making of personality. One 
group of psychologists stressed the importance of regarding the organism as 
possessing an active force, making demands upon the social environment, 
and to some extent shaped by the environment. According to Havighurst, this 
group (including Erik Erikson and Robert Havighurst) felt the need to 
combine the drive toward growth of an individual with demands, constraints, 
and opportunities provided by the social environment. To describe important 
1 
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issues in the development of an individual at a certain stage in development, 
the group started to use the phrase 'developmental tasks', indicating 'a series 
of problems and life-adjustment tasks to be achieved by the growing person 
in relation to his environment' (Havighurst, 1973, p. 10). In his book 
'Childhood and Society', Erikson (1950/1963) formulates a theory of 
personality development centered around eight psychosocial tasks ('Eight 
ages of man'), each of which comprises a basic conflict, that the individual 
must resolve in order to develop in a healthy direction. 
Havighurst (1948/1972) combines a large number of detailed develop-
mental tasks (referred to as 'task-lets') into broadly defined developmental 
tasks for a given age level. In addition to the use of Erikson's psychosocial 
tasks as central to the various age periods, Havighurst started looking for the 
principal sources of these developmental tasks. He mentions two of these 
sources: biological changes and expectations of the society, both presenting 
new opportunities, needs, and problems of adjustment. Thus, Havighurst's 
theory is "primarily based on biological development and social expectations 
which change through the life span and give direction, force, and substance 
to the development of personality." (Havighurst, 1973, p. 11). 
In the same line of looking for sources of developmental tasks, Baltes, 
Reese, and Lipsitt (1980) propose a three-factor model of developmental 
tasks. The purpose of this model is heuristic: a taxonomy of influences is 
developed to organize the multitude and complexity of developmental tasks. 
In this model developmental tasks arise from developmental influences, such 
as age, history (the historical system the child lives in), and non-normative 
life-events. In fact. Baltes et al. add an extension to the ideas of Havighurst 
and Erikson. This extension consists of the fact that not only a sequence of 
age-graded tasks is assumed. Baltes et al. make the assumption that 
developmental tasks may also arise from developmental influences that are 
not age-graded. 
Baltes et al. describe three sets of developmental influences. The first 
set, normative age-graded influences, comprises biological and/or environ-
mental determinants that, in onset and duration, are clearly related to 
chronological age (e.g., biological maturation, age-specific socialization). 
The tasks that arise from these influences are similar to the developmental 
tasks as described by Havighurst and Erikson. These influences are called 
normative because in onset and duration they are comparable for all 
individuals in a certain (sub)culture. The second set of influences, called 
history-graded, comprises biological and/or environmental determinants that 
are related to historical time or context (e.g., epidemics, economical 
depressions, war, social changes). These influences are also called 
normative, because they are comparable for all individuals within a cohort or 
generation. The third set of influences, non-normative life-events, comprises 
biological and/or environmental determinants that for most individuals are not 
related to age or history (e.g., medical traumata, divorce, unemployment). 
Baltes et al. note that the relative magnitude of each of these three influences 
changes over a person's life-span. Baltes (1979) describes so called 'life-
course profiles of influences', in which he proposes a pattern of the overall 
role of these three sets of influences. In his point of view, age-graded 
2 
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influences are most important in childhood, with a secondary peak in 
advanced old age. History-graded influences are expected to be most 
important in adolescence and early adulthood, the period in which "one's 
foundation for adulthood is located and mediated by the nature of the 
current socio-environmental climate." (Baltes et al., 1980, p.78). Life-events 
are expected to gain importance throughout the life-span, because of the 
declining evolutionary based genetic control, and because of more variability 
in the development in adulthood and old age. 
In a review of the literature, Oerter (1986) describes a taxonomy of 
developmental tasks established around two dimensions: the scope of the 
tasks and the domain of the tasks. Concerning the scope of the tasks, Oerter 
describes five levels of developmental tasks. These levels concern both the 
broadness of the domain for which the task is valid, as well as the length of 
time needed for accomplishment of the task. These five levels range from 
tasks that are valid for the whole life-span, and for nearly every domain of 
life to tasks that refer to shorter periods of time and to rather narrow domains 
of life. At the highest level, Oerter describes tasks such as becoming an adult, 
and maintaining physical and mental health. At a lower level, he describes 
broad tasks within an age period, like school attendance, or preschool 
education. The tasks mentioned by Erikson and Havighurst are placed in this 
category . At the third level, Oerter mentions crucial points in life-span 
development, such as school entrance or exit. The fourth level refers to 
shorter, clearly defined periods like a first date, or preparing for a final exam. 
The lowest level of developmental tasks proposed by Oerter refers to narrow-
scope and short-term episodes during the life-course, such as an operation, or 
preparing for vacation. A second dimension used by Oerter for a taxonomy of 
developmental tasks is the domain of the tasks. Recent research seems to 
indicate more and more the domain-specificity of development. Therefore, 
Oerter proposes a classification of domains in which development may occur. 
Examples of these domains are vocational career vs. leisure, family role, 
social and political role, and health. In somewhat more detail, Oerter 
describes the domain of time, in which the structuring of the continuances in 
life (especially in relation with the orientation to the future) is regarded as a 
developmental task, and the domain of personality development, in which a 
person's concern with his or her personality is regarded as a developmental 
task. 
Based on an eclectic perspective of psycho-analytic theory, ethological-
evolutionary theory, and cognitive developmental theory (Breger, 1974, 
Erikson, 1950/1963), Sroufe (1979) also describes the notion of 
developmental tasks. Sroufe describes how it can be useful for the 
assessment of qualitative differences in functioning among children at 
different points in time to view development as organized around a series of 
issues 1. As examples, he mentions a number of concrete developmental tasks 
that determine the development of a child. Examples of such tasks are: the 
1 Sroufe uses the term 'developmental issue'. However, because no 
conceptual difference can be distinguished between 'task' and 'issue', in this 
dissertation we will continue to use the term 'task'. 
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development of an effective attachment relationship at the age of 6-12 months; 
and the exploring and effective handling of the environment at the age of 12-
18 months (Sroufe, 1979, Table 1). Sroufe assumes that continuity in 
individual development lies in qualitative similarities between patterns of 
behavior at various moments, in the adaptation to various developmental 
tasks. Referring to Erikson (1950/1963), Sroufe restricts these developmental 
tasks to a fixed succession of lifetime psychological issues, and connects 
them with clearly distinct developmental phases. These phases can be 
considered normative, i.e., they are manifested in all children in the same, 
clear succession. 
Thus far, two methods of developing a taxonomy of developmental 
tasks have been used. On the one hand, there is a theory-driven taxonomy by 
e.g. Erikson (1963) and Sroufe (1979), in which developmental tasks are 
described according to their theoretical importance for the development of the 
child. On the other hand, there is the somewhat more administrative approach 
as used by Oerter (1986), in which an attempt is made to provide an 
exhaustive list of developmental tasks. In our view, a theory-driven approach 
is to be preferred. The administrative approach leads to an enumeration of 
developmental tasks 'ad infinitum'. A possible danger in this approach is that 
in the end it is not clear what distinguishes a developmental task from any 
task or situation the child encounters. The distinction between developmental 
task and, e.g., daily hassles becomes blurred. Using a theory-driven 
approach in studying developmental tasks guarantees the relevance of the 
tasks studied for the development of the child. 
An important feature of developmental tasks is that they should not be 
considered as separate problems, but that the adaptations to developmental 
tasks in the course of development are related to each other. Sroufe (1979) 
describes how continuity in individual development can be found in 
qualitative similarities between behavioral patterns at different moments, as a 
result of adaptation to developmental tasks at different moments. Sroufe 
states that the adaptation to a developmental task is of importance for the 
quality of the adaptation to subsequent tasks. For example, an effective 
attachment relation leads to the experience of a secure base for the child, 
which then can serve as an important factor in the child's exploration of the 
physical and social environment.^ A person has to adapt to the demands and 
opportunities a developmental task consists of in an effective way, so that at a 
later point in the life-span optimal adaptation can be reached 
In this dissertation a developmental task will be defined as a problem, 
or a series of related problems or life-adjustment tasks to be achieved by the 
growing person in relation to the environment (cf. Havighurst, 1973). As 
mentioned above, an important characteristic of developmental tasks is the 
^Although Sroufe describes these developmental issues as following each 
other in time, the development of an effective attachment relation is often 
defined in terms of finding a balance between exploration of the environment 
and seeking the proximity of the caregiver (see for a review: Van den Boom, 
1988). In this point of view both developmental issues are intertwined, and 
have mutual influence on each other. 
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instrumental relevance for the development of the child. For adequate 
behavior of a person regarding these problems or tasks, the term 'adaptation' 
can be used, referring to 'active engagement with the environment, fitting and 
shaping oneself to that environment and effecting changes in the environment 
to satisfy needs' (cf. Sroufe, 1979). Later in this chapter (§1.3.1.) the term 
'competence' will be introduced as the behavioral equivalent of this 
adaptation. 
As in Baltes et al. (1980), these problems may arise from normative 
age-graded influences, normative history-graded influences, and non-
normative life-events. The problem(s) that form a developmental task consist 
of demands to the person, and/or opportunities for the person. 'Demands' 
refer to the fact that, because of biological development or social expec-
tations, the adaptation to certain developmental tasks is almost inevitable. For 
example, in most cultures a strong pressure will be put on the child to leam a 
native language, to go to school and achieve in the scholastic domain, or to 
enter into relations with peers. 'Opportunities' refer to the fact that the person 
is not regarded as a passive recipient of developmental influences. From the 
beginning (cf. Havighurst, 1973) developmental tasks are also formulated in 
terms of opportunities for an individual. In later definitions of developmental 
tasks (Baltes, 1987; Sroufe, 1979; Waters & Sroufe, 1983) even an explicit 
focus on the role of personal action can be found. This personal action is 
described in terms of capitalizing on the opportunities that are provided by the 
environment 
1.3. Components of the transactional model 
Van Lieshout and Riksen-Walraven developed a model in which the 
adaptation to and the solution of developmental tasks is seen as important in 
the development of a child (see e.g.. Van Lieshout et al., 1986; Riksen-
Walraven & Van Lieshout, 1985; Riksen-Walraven, 1989). As described in 
the previous paragraph, a characteristic feature of developmental tasks is that 
they represent a demand or an opportunity for a person (Van Lieshout, 
1987a). This implies that a person has to possess or develop certain abilities 
to adapt to the developmental task. For example, if the developmental task is 
to enter into peer relations, the child is expected to develop social cognitions, 
social skills, social emotions, and social value-orientations to enable group-
entry behavior (Van Lieshout, 1988). If the developmental task is to adjust to 
a serious illness like cancer, the child has to develop specific skills, enabling 
coping with the life-threatening character of the disease, the painful medical 
treatment etc. If the gap between the demands of the developmental task, and 
the capabilities of the child to solve the problem is too big, social support 
provided by persons in the environment is necessary to help the chUd in 
adapting to the specific developmental task. 
In the model developed by Van Lieshout and Riksen-Walraven a 
general problem-solving capability is assumed. § 1.3.1. will describe how 
the term 'competence' will be used for this general problem-solving 
capability. Referring to the concept of developmental tasks, the model 
describes how this competence of a child (operationalized by Van Lieshout 
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and Riksen-Walraven as Block & Block's (1980a) construct of ego-
resiliency: the ability to react flexible in problem-situations) develops over the 
life-span in a continuous transaction with the social support a child receives 
from the persons in the environment (Riksen-Walraven & Geerts, 1988). 
Although the specific elaborations of the model often refer to the 
development of children, in its essence the model is a life-span developmental 
model. The developmental tasks continue to arise throughout the entire life-
span (cf. Baltes et al., 1980). As an example, Riksen-Walraven (1989), 
following Erikson (1963), mentions effective parenthood (providing a child 
with adequate social support) as one of the main developmental tasks later in 
life. In this way, the life-span development of a person is connected with the 
development of a person from the next generation (Riksen-Walraven, 1989). 
The model describes the transactional relationships between three 
important aspects of the development of competence in a child^. First, the 
competence itself; second, the social support the child receives from persons 
in the environment; third, as an intermediate factor between these two, a self-
theory, comprising ideas the child has about his or her behavior, and about 
the social support he or she receives. In the next three sections these main 
components of the model will be discussed. After that, the complete model 
will be presented and the developmental influences which are assumed to 
work in the model are discussed. 
1.3.1. Competence 
The starting point in this dissertation is the concept of 'competence'. In 
one of the earliest definitions, given by White (1959), competence is seen as 
" an organism's capacity to interact effectively with its environment" (p. 
297). Emphasis is placed on the motivational aspect of competence: White 
describes how the commonly recognized primary drives, known from e.g. 
psycho-analysis and behavioristic theories, have proven to be inadequate in 
explaining the ongoing activity, manipulation, and exploratory behavior of 
young children. White therefore speaks of an effectance-motivation: a person 
is motivated to execute activities which serve to achieve competence. He 
emphasizes the intrinsically motivated character of competence, and the 
reinforcing value of competent behavior through an evaluative component 
(feeling of efficacy). In a later publication (White, 1979), he again 
emphasizes that although extrinsic rewards like encouragement and praise are 
not without value, the intrinsic aspect of competence is most important: "No 
one can give another person a sense of competence" (p. 9). 
More recently, definitions of competence have been formulated more in 
terms of competence as a behavioral pattern. This pattern arises from, and is 
3ln agreement with Sameroff and Chandler (1975), the term 'transactional 
model' is used, instead of 'effect model' or 'interactional model'. As 
Sameroff and Chandler pointed out, to describe progressive interactions (a 
child altering the environment, and in turn being altered by this changed 
environment), instead of a static interactional model, a theory of 
developmental transaction is needed. As will be described in the following 
sections, the theoretical model formulated in this dissertation is transactional. 
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adjusted by, a person in interaction with environmental demands as well as 
environmental support. For example, Baumrind (1989) defines competence 
as "...organized patterns and dimensions of cognitive, affective, and 
behavioral functions that are developmentally appropriate and adequate, 
enabling attainment of personally and socially desired outcomes ...." (p.188). 
In this definition competence is no longer seen as an attribute of an isolated 
person. The development of competence is placed in an interactional 
framework, and the evaluating role of the persons in the environment is 
emphasized. Competence cannot be seen as unrelated to environmental 
reactions or evaluations. Waters and Sroufe (1983) define a competent person 
as "...one who is able to make use of environmental and personal resources 
to achieve a good developmental outcome" (p. 81). In addition to the role of 
the environment in the evaluation of behavior, with this definition Waters and 
Sroufe also stress the active role of a competent person in using 
environmental resources, i.e., in obtaining social support. 
Waters and Sroufe describe competence as an organizational construct 
in a developmental perspective. This means that they assume that competence 
should be seen as the organization of certain behaviors, instead of the mere 
presence of specific behaviors. For the assessment of competence Waters and 
Sroufe pose the question to the assessment of this organization: "What is the 
quality of the child's adaptation , given the salient issues for the given 
developmental period?" (p. 84). With this question they connect to the 
developmental-task-approach as described in §1.2. In this dissertation, 
competence will also be regarded as the capability of a person to actively and 
effectively adapt to the developmental tasks he or she is confronted with. 
Silbereisen and Eyferth (1986) draw a parallel between studies of 
developmental tasks and stress-research. They describe developmental tasks 
as a set of complex problems, which require a solution. In addition, they state 
that solving these developmental tasks can conceptually be compared to 
coping with stressful life-events. This is also related to the opinion of 
Garmezy (1989). He describes how competence, better than the concept of 
'coping' can be seen as adaptation to stressful issues. Competence of a 
person can be seen as a protective factor, facilitating the adaptation of that 
person to stressors. Garmezy states that the notion of 'competence' is more 
suited than the notion of 'coping' (defined as handling the effects of stress or 
trauma), because coping has to be specified according to a certain stressor, 
whereas competence can be seen as a general capability of handling 
problems. Seen from the рюіпі of view of the three-factor model of Baltes et 
al. (1980), this notion of a general capability clearly links up to the ideas 
about developmental tasks arising from various sets of developmental 
influences. In non-normative life-events (which are the focus of stress-
research) the same mechanisms can be distinguished as in the more traditional 
developmental tasks. Competence can thus be seen as a general capability to 
adapt to problems. Serious non-normative life-events are one of the possible 
sources of problems, and coping with these life-events conceptually 
resembles competence in that area. 
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In the definition of competence as the capability of a person to actively 
and effectively adapt to the developmental tasks the person is confronted 
with, both a cognitive-motivational and a behavioral aspect can be 
distinguished. The cognitive-motivational aspect of competence is related to 
the ideas which a person has about his or her control over the environment. 
As White (1959) already suggested, a human being is motivated to actively 
manipulate the environment, and this can be explained evolutionarily. This 
cognitive-motivational basis of competence will be elaborated in §1.4.4. 
With regard to the behavioral aspect, competence can be defined at two 
levels. At a general, molar level, competence can be defined as a general 
problem solving capability, as in the definitions of White, Baumrind, and 
Waters and Sroufe. Besides that, competence can also be defined at the level 
of specific abilities, in terms of handling specific developmental tasks. In the 
developmental perspective stressed by Waters and Sroufe (1983), the specific 
manifestations of competent behavior change over the course of development. 
Competent behaviors in different domains, or at different ages can be 
functionally equivalent, although very different in their manifestations. 
Apparently very distinct patterns of behavior can be manifestations of an 
underlying general competence. To distinguish these forms of competence, 
the distinction can be made between competence, as an indicator of the molar 
concept, and competencies, as indicators of the specific, problem-related 
abilities. 
In a similar way, Oerter (1986) describes the integration of the concepts 
of 'skills' and 'competence'. He also defines competence as a molar concept 
(following the definition of Waters and Sroufe). Following Fischer (1980), 
Oerter assumes that competence 'should be analyzed in terms of personal 
skills required to master developmental issues' (p.240). Oerter proposes a 
hierarchically structured process for adaptation to developmental tasks, in 
which competence and skills both have a systematic place and are related to 
each other. 
Waters and Sroufe describe how the distinction between 'competence' 
and 'competencies' is a problem of definition, and also a problem of 
assessment. As mentioned before, they assume that competence should be 
regarded as the organization of a pattern of behaviors. In addition, they note 
the problem that such a molar concept often cannot be measured. In our view, 
competence can be regarded and measured as a reflection of a certain general 
problem-solving capability. Competence manifests itself, in interaction with 
age- and domain-specific characteristics and demands, in specific 
competencies. 
To describe the behavior which is the basis for adequate adaptation to 
developmental tasks. Block and Block's (1980) concept of 'ego-resiliency' is 
used in the various descriptions of the theoretical model (Van Lieshout & 
Smitsman, 1985; Riksen-Walraven, 1989; Riksen-Walraven & Geerts, 
1988). This concept was formulated by Block and Block as "... resourceful 
adaptation to changing circumstances and environmental contingencies, 
analysis of the 'goodness of fit' between situational demands and behavioral 
possibility, and flexible invocation of the available repertoire of problem-
solving strategies.." (Block & Block, 1980, p. 48). On the opposite side of 
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the ego-resiliency-continuum Block and Block define ego-brittleness as 
"..little adaptive flexibility, an inability to respond to the dynamic 
requirements of the situation, a tendency to perseverate or to become 
disorganized when encountering changed circumstances, or when under 
stress, and a difficulty in recouping after traumatic experiences" (Block & 
Block, 1980, p. 48).4 In this dissertation, ego-resiliency will also be 
regarded as an equivalent of 'competence': the flexibility in adapting to 
problems in different domains (see also Waters and Sroufe, 1983, for the use 
of the concept of 'ego-resiliency' as closely related to the notion of 
competence). 
In an attempt to explicate the relation between competence and ego-
resiliency, Block and Block argue that effective functioning (in their point of 
view the core concept of the notion of competence) is often derived from 
context-specific criteria, which are often dependent on (sub)cultural values. 
Because Block and Block define ego-resiliency in terms of effective handling 
of environmental demands, the concept of ego-resiliency is literally described 
by them as a context- and culture-free definition of competence. 
1.3.2. Self-theory 
In addition to the behavioral components mentioned above, competence 
also has a cognitive-motivational component. The cognitive aspect refers to 
the ideas that a person has about personal competence, i.e. about his or her 
control over the environment. The motivational aspect refers to the fact that 
these ideas form the motivational basis for an active adaptation to 
developmental tasks. Various researchers have emphasized the importance of 
these ideas about personal control (e.g.. Bandura, 1982; Harter, 1983; 
Rotter, 1966; Skinner, 1990; Weisz, 1983). In §1.4.5. the importance of 
control expectations in our theoretical model will be elaborated. 
To describe these ideas or expectancies about personal control, a self-
theory is defined in our theoretical model. The function of this theory is 
twofold. First, it can explain the mechanisms by which social support 
contributes to the competence of a child. Second, it can explain why the 
competence of a child stabilizes over the course of development, and thus 
explain the continuity in development, as mentioned by a.o. Sroufe (1979, 
1990) earlier in this chapter. 
This self-theory comprises two kinds of expectancies. First, there are 
the expectancies a child has regarding the persons in the environment, 
especially regarding the way these persons can support the child in adapting 
to developmental tasks. This part of the self-theory can be described as 
'trust': the child relies on the availability of social support provided by 
persons in the environment. Second, there are the expectancies a child has 
regarding personal competence in adapting to these developmental tasks. This 
4ln the theoretical model thus far, this has been re-formulated as "the ability 
to react flexible and persistent, especially in problem-situations" (Riksen-
Walraven, 1989, p. 17). The addition 'persistent' is not explicitly mentioned 
by Block and Block. In their view, flexibility and resourcefulness seem to be 
the major aspects of ego-resiliency. 
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part of the self-theory can be. described as 'self-confidence': the child relies 
on personal capacities in handling problems. Expectancies regarding personal 
efficacy are directly related to the expectancies regarding the availability of the 
persons in the environment. Expectancies regarding adequate social support 
raise the expectancies regarding personal efficacy. Similar ideas were 
expressed by Sroufe and Reeson (1986) who describe the linkage between 
the origins of personality and the origins of relationships. Early relationships 
are assumed by them to be essential in personality formation. 
The importance of the persons' ideas about his or her relation to the 
environment has been described by other researchers as well. For example, a 
largely similar self-theory is described by Epstein (1973; 1980; Epstein & 
Erskine, 1983). Epstein describes how each individual is directed in the 
behavior by an implicit theory about reality. This theory has its subsections 
about the nature of the person him- or herself, the nature of the world, and 
ideas about the interaction between these two. 
The main assumption of Epstein's theory is that people are constantly 
formulating and testing hypotheses about themselves, about the world, and 
about the relation between these two. Epstein describes how a person 
organizes experiences in a hierarchical arrangement of major and minor 
postulates. Minor postulates are relatively simple generalizations of an 
emotionally important experience in a specific situation (e.g., an experience 
of support by persons in the environment, or an experience of personal 
competence). These lower order postulates are then organized in major 
postulates (e.g., the idea of availability of environmental support, or the idea 
of being a competent person). These, in turn, can be integrated into yet 
broader ones (as Epstein mentions e.g., 'trust' and 'self-esteem'). Epstein 
distinguishes descriptive postulates, about what the world is like, from 
prescriptive postulates, about how to behave in the future. According to 
Epstein, these broad postulates give stability to the personality. 
Epstein and Erskine (1983) argue that the basis for the development of 
the postulate-systems about the self and about the environment lies in the first 
years of life. Important elements are the detection of contingent effects of a 
child's personal behavior and the development of trust in the persons in the 
environment. In describing the development of these postulate-systems, 
Epstein and Erskine argue that postulates formed early in development are 
important, because they affect the development of further postulates. They 
will function as self-fulfilling prophecies, either in the initiation of behavior 
or interactions, or in the interpretation of their results. 
Also in the work of Skinner and colleagues the importance of 
generalized expectancies of control is emphasized (Skinner, 1990; Skinner, 
Chapman & Baltes, 1988a; Skinner, Chapman & Baltes, 1988b; Skinner & 
Connell, 1986). However, Skinner and colleagues also emphasize the 
domain-specificity of control expectancies. With respect to their control-
related beliefs, individuals are expected to differentiate among life domains, 
such as intellectual functioning, relationships, health, etc. Skinner (1990), for 
example, found that, in the school achievement domain, effort was perceived 
as a more effective cause, whereas in the domain of friendship-relations 
attributes, powerful others, and luck were perceived as more important. 
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Although the studies of Skinner mostly concern this domain-specificity, we 
assume that these specific expectancies generalize (analogous to Epstein's 
theory) to a sort of self-theory, comprising generalized expectancies about the 
efficacy of personal actions. 
Skinner also assumes that the basis for the development of these 
expectancies lies in early childhood. She states that an individual constructs 
causal models on the basis of experiences within an interpersonal context. In 
this context especially the sensitive reactions of the persons in the 
environment (i.e., the contingent and adequate reactions) are of major 
importance (Skinner & Connell, 1986). 
A third line of research that stresses the importance of expectancies 
about one's personal functioning and about the availability of the persons in 
the environment is the research on 'internal working models' (Bowlby, 1973; 
Bretherton, 1985; Main, Kaplan & Cassidy, 1985; Ricks, 1985). In this 
research it is supposed that by continuous interaction with the physical and 
social environment a child constructs models of this environment and of 
important persons in this environment (including the child him- or herself)· 
Again, these models are expected both to appraise experiences and to direct 
behavior in new situations. It is assumed that these models can be adjusted or 
replaced by new models, as a result of new experiences. Bretherton (1985) 
distinguishes two kinds of models, about the self, and about the support 
provided by an attachment-person. Although these two kinds of models are 
described, it is expected that the two models represent different aspects of the 
same relationship and that the two models are developed interdependently. 
1.3.3. Social support 
A developmental task can be regarded as a problem, or a set of related 
problems. The behavioral repertoire a child has developed up to a given point 
may not be sufficient to deal with a new developmental task. In addition, the 
unfamiliarity and uncertainty that accompany a developmental task may lead 
to emotions in the child. Social support provided by the environment of a 
child is an important resource for the child. This social support can be aimed 
at a concrete solution of a developmental task, for example by teaching the 
child specific skills. It can also help the child to handle the concomitant 
emotions^. 
In the theoretical model as it is formulated thus far, social support has 
been defined by Riksen-Walraven in terms of sensitive reactions of a person 
in the environment to signals and needs of the child. In this dissertation, it is 
also assumed that sensitivity of an important person in the child's 
^Thoits (1986) describes how the same point of view on social support is 
used in stress-research. She defines social support as "coping assistance, or 
the active participation of significant others in an individual's stress-
management efforts" (p. 417). In her view, this assistance can be aimed at a 
concrete solution of the problem, but also at the handling of concomitant 
emotions. Thoits also stresses the importance of an empathie relationship 
between the person who provides the support, and the person who has to 
adapt to the problem. 
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environment is a prerequisite for adequate social support provided by that 
person concerning a certain developmental task. One of the earliest and most 
widely used definitions of sensitivity is given by Ainsworth et al. (1978). 
They define sensitivity in parents of infants as the ability to detect the signals 
of the child, to interpret them correctly, and to react to them adequately. In 
our point of view, over a longer age period sensitivity can be seen as an 
important feature of a person in the environment of a child. What the child 
experiences in these cases is sensitive responsiveness, i.e., the child 
experiences adequate reactions to signals or needs. 
The way sensitivity manifests itself in sensitive responsiveness, and 
thus in adequate social support, changes during the course of development of 
the child. These changes can be related to changes in signals or needs of a 
child. For example, a young child may signal distress, and may experience 
sensitive responsiveness when a parent reacts promptly to this signal. An 
older child may have a need to do things him- or herself, and may experience 
sensitive responsiveness if a parent shows respect for the child's attempts to 
gain autonomy. The manifestations of sensitivity may also change in relation 
with the specific features of a developmental task. For example, Van Lieshout 
(Van Lieshout & Smitsman, 1985) has elaborated the notion of social support 
for instructive situations (e.g., teaching situations at home or in school). In 
these situation he distinguishes three components in social support. A 
regulation-component: the extent to and the way in which a caregiver 
regulates the behavior of a child and the situational context, and an 
instruction-component: the extent to and the way in which the caregiver tries 
to teach the child knowledge or skills. In addition, he distinguishes an 
affective-relational component: a warm and sensitive relation between 
caregiver and child. This component resembles our notion of sensitive 
reactions to signals and needs: "Especially responsiveness or sensitivity of a 
caregiver seems to be responsible for the development of a warm 
empathie relationship between caregiver and child" (Van Lieshout & 
Smitsman, 1985, p. 26). Van Lieshout assumes that this relationship is a 
necessary, but not sufficient condition for adequate social support in an 
instructive situation. Although the importance of regulation and instruction in 
social support seems obvious, in this dissertation we restrict ourselves to the 
sensitivity of the person who provides social support. In our view this 
sensitivity is a prerequisite for further, more specific aspects of social 
support. 
In the formulations of the model thus far, it has been emphasized that 
social support is initially provided by parents, but that at later ages teachers, 
peers, friends, or partners also play an important role in providing social 
support. Van Lieshout and Smitsman (1985) elaborate on the notion of social 
support provided by people other than the primary caretakers of a child. First, 
they describe the support given by a teacher in the same terms as support 
given by parents (i.e., with the same three elements of social support in an 
instructive situation). In addition, they describe a shift from social support 
provided by caregivers to social support provided by peers. 
When a child becomes older, not only is there a shift towards other 
persons providing social support, but there is also an increase in the number 
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of people in the child's environment who become an important source of 
social support. Besides the quality of the support of one specific person in the 
environment of a child, the consistency and continuity of approaches by 
distinct referent persons in the environment also becomes important. Van 
Lieshout (1987b) describes how consistency in ideas of referent persons, 
including the child him- or herself, about a target child can facilitate or 
hamper the adaptation of that child. He describes how this consistency in 
ideas among referent persons can thus be seen as an important factor in the 
support the child experiences. 
Because the child is functioning in different social environments, in 
each of these environments different persons function as primary referents for 
the child, i.e., different persons are the primary source of social support in 
that environment. Although in the home situation parents still remain the 
primary referents, in the school environment social support is provided 
mainly by the teacher, while in the peer group environment support is 
provided by peers. In addition, primary referent persons may change over 
time, either because of actual change of a person, e.g., a new teacher when 
the child enters a new grade in school, or because of intra-individual changes 
in a referent person, e.g., in times of lower sensitivity because of stress-
factors. 
If the ideas of these primary referents about the child are consistent, the 
child will be approached in similar ways in each environment or over tin». In 
these cases, the child will also experience consistent and continuous adequate 
reactions to his or her signals and needs. In terms of our theoretical model, it 
can be said that the child experiences sensitive responsiveness at an 
environmental level. If there are varying ideas about the child in several 
environmental contexts, or if the ideas change over time, the child may 
experience an inconsistency in the reactions to his or her signals or needs. 
Social support provided by the persons in the environment as a whole may 
then be insufficient, because the congruence among the different possible 
sources of support is lacking. This leads to a lack of sensitive responsiveness 
experienced by the child: important persons may differ in the way they 
interpret signals and needs of the child, and may also differ in their reactions 
to these signals or needs. In terms of developing a self-theory, consistency in 
approaches contributes to a smoother generalization of expectancies about 
support and about personal efficacy over various domains of competence, 
and over various social environments. This means that, when a new 
developmental task comes along, it is easier for the child to rely on the ideas 
he or she has about environmental support and about personal efficacy in 
similar developmental tasks. Discrepancies in approaches, on the other hand, 
may lead to doubt about personal capacities and insecurity about personal 
efficacy and competence, and about the availability of environmental support. 
1.4. Developmental influences 
Thus far, we have described the three core concepts of our theoretical 
model. Competence, the capability of a person to actively and effectively 
adapt to developmental tasks; social support, the assistance a child receives 
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in adapting to these developmental tasks; and, as mediating between these 
two, a self-theory consisting of expectancies a child has regarding personal 
competence, and regarding the availability of social support. The 
developmental model, as it is formulated in this dissertation, is an adaptation 
of the model formulated by Van Lieshout and Riksen-Walraven (see for 
recent formulations a.o. Riksen-Walraven & Van Lieshout, 1985; Riksen-
Walraven & Geerts, 1988; Riksen-Walraven, 1989). The adapted model is 
presented in Figure 1.1. 
Figure 1.1. Transactional model for the development of competence in 
relation to expectancies and social support 
SOCIAL SUPTORT: 
• by sensitive responses at signals and needs 
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ries regarding personal eff/acy 
5a ^ 5 b 
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- specific competencies 
У У У У У 
developmental tasks 
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1.4.1. Adaptation to developmental tasks 
In the lower part of Figure 1.1. are placed the developmental tasks with 
which a person is confronted in the course of development. These 
developmental tasks are defined as demands or opportunities arising from 
developmental influences. They may stem from age-graded influences, such 
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as those tasks related to chronological age. They may also stem from history-
graded influences, such as economical depression or social change, or they 
may stem from non-normative life-events, such as a serious disease. 
Characteristic of these developmental tasks is that they form a kind of 
problem for the child, and that the solution of this problem is important in the 
further development of the child. The quality of the adaptation to a given task 
is an important indicator of the quality of the development of that person at 
that point in his or her life-span. 
Competence can be defined at a molar level as active and effective 
adaptation to developmental tasks, or, as it is conceived in this dissertation, 
as ego-resiliency, i.e., the flexibility in problem-situations. It can also be 
defined at a more molecular level, as competencies, the domain-specific 
manifestations of this general competence. The arrow indicated with 1 in the 
figure represents the demands and opportunities the child is confronted with 
in a specific developmental task. In this dissertation, in infancy both 
exploratory competence and the analysis of contingencies between personal 
behavior and effects in the environment were regarded as central for the 
general competence of the child. In the part of the longitudinal study 
concerning the elementary school period, ego-resiliency was chosen as an 
index for the general competence of the child. The school achievement of the 
child and his or her peer competence were regarded as the two most salient 
domain-specific competencies during that period. Both domain-specific 
competencies can be regarded not only as indicators of the quality of the 
child's adaptation to developmental tasks at that moment, but also as 
important prerequisites for further adequate development (cf. Van Lieshout, 
1990). 
1.4.2. The influence of congenital characteristics 
Recent research (Plomin, 1989; Weinberg, 1989) indicates a shift in the 
nature-nurture debate towards an increasing acceptance of hereditary 
influences, and towards the idea that variability in behavior is due to a 
complex interplay of environmental as well as genetic influences. In this 
dissertation, we will not go into this debate, and we will define congenital 
characteristics of the child as relatively stable characteristics of a child, that 
are typical for that child from early infancy on. 
In the origin of competence, certain congenital characteristics are 
expected to be of importance. First (2a), congenital characteristics can 
directly influence specific competencies of the child. For example, intelligent 
children will be more competent on the domain of school achievements. 
Congenital characteristics might also directly hamper the development of 
domain-specific competencies. For example, a child with a speech disorder 
may face difficulties in developing adequate peer relations. In this way, 
congenital characteristics might exert direct influence on the development of 
competence of the child. 
Another part of the model in which congenital characteristics are of 
importance is in the detection and interpretation of contingency-experiences. 
As described in §1.3.3. it is assumed that the sensitive responsiveness a child 
experiences leads to experiences of efficacy and of competence. Block (1971) 
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mentions early socialization-experiences as one of the most important 
antecedents of ego-resiliency, and of individual differences in ego-resiliency. 
This mechanism may be influenced by congenital characteristics in two ways. 
First, these characteristics may directly influence the experience of 
contingencies (2b). For example, high-intelligent children will have a high 
speed of information processing, and will therefore detect the contingency 
between their behavior and an effect in the environment sooner than will low-
intelligent children. This way they will develop earlier and clearer 
expectancies of personal efficacy, and therefore will develop as more 
competent children (cf. Riksen-Walraven, 1977, 1978). 
Second, because of congenital characteristics some children may elicit 
less sensitive responsiveness from the persons in their environment (2c). 
Children with difficult temperament, e.g., may elicit more power assertion 
(Lee & Bates, 1985), or less effective parental reactions to their signals (Van 
den Boom, 1988). These children are at risk of experiencing less consequent 
and adequate reactions to their signals and needs, and thus fewer experiences 
of social support provided by the environment. 
1.4.3. The relationship between social support and competence 
Social support is necessary if the capacities of a person are not 
sufficient for the adaptation to a developmental task. In addition, social 
support may facilitate this adaptation if capacities are sufficient. Social 
support may have a direct, as well as an indirect effect on the competence of 
the child. Direct, because by providing concrete help or by creating satisfying 
conditions in the solution of a certain task social support will contribute to the 
solution of this specific task (3a). For example, in early infancy the child's 
exploration of the environment may be supported by providing enough toys 
or interesting objects, but also by giving concrete help if an object is out of 
reach etc. At later ages, support may consist of giving concrete information or 
instruction, or by giving the child the opportunity to gain autonomy by letting 
the child solve a problem by him- or herself. 
An effect of competent behavior on the social support provided by the 
environment is also assumed (3b). In the course of development, the child 
will more and more determine the amount and quality of the social support he 
or she receives. Two mechanisms can be assumed to be responsible for this 
effect. First, as described in the definition given by Waters and Sroufe (1983) 
for a competent child, that child will be more effective in eliciting and using 
environmental support. Waters and Sroufe focus on the fact that not only the 
quality of the environment per se is important, but also the capacity of the 
child in capitalizing on the resources that are available^. In our theoretical 
model, it can be expected that a child with positive expectancies regarding the 
persons in his or her environment will more easily make contacts with 
persons in that environment, will be more attentive to possible sources of 
support in that environment, and will be more capable of using that support. 
6See also Garmezy's research (e.g., Garmezy, 1983) on stress-resistant 
children in risk-environments. 
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A second mechanism by which competent behavior will have an effect 
on the social support provided by the environment is described by Bell (1968; 
Bell & Chapman, 1986). Bell describes a reinterpretation of socialization 
studies, and shows that child characteristics such as dependency, activity 
level, and person orientation will have effect on the behavior of persons in the 
environment of the child. Of course, this influence in our theoretical model 
comes close to the effects of congenital characteristics as described in §1.4.2. 
As Bell and Harper (1977) pointed out, congenital effects on these child 
characteristics can be found. In this dissertation, it will be assumed that, in 
addition to the congenital characteristics mentioned before, the competence of 
a child at a certain point in development, may elicit certain types of social 
support. 
1.4.4. The relationship between social support and the self-
theory 
Indirectly, social support contributes to the competence of the child 
through the development of the self-theory in the child (4a). This 
contribution can be twofold. First, through the concrete support, as 
mentioned in the previous paragraph, the child will have experiences of 
solving a problem, and will thus develop expectancies of personal 
competence. Second, the experiences a child has regarding adequate social 
support, will contribute to the expectancies he or she has regarding the 
availability of support from persons in the environment. 
In addition, a feedback mechanism is assumed in the model. It is 
expected that expectancies of social support also affect the actual request for, 
or use of, social support in subsequent developmental tasks (4b). 
1.4.5. The relationship between competence and the self-theory 
The arrows in the model going from the self-theory of the child to the 
behavior of the child (5a) indicate that both components of this self-theory, 
comprising expectancies about personal efficacy, and expectancies about the 
availability of the persons in the environment, will form the motivational 
basis for competent behavior. In competence-research, it is assumed that self-
efficacy expectations form the motivational basis for exploring and handling 
the environment (Rotter, 1966; White, 1959; Bandura, 1982). A person with 
a positive self-efficacy expectation will strive to handle the environment in a 
competent way. This will show itself in certain behavioral characteristics, 
such as being alert to the effects of behavior, being flexible in looking for 
solutions to problems, etc. (see a.o. Ford & Thompson, 1985). 
The arrows going back from the competent behavior of the child to the 
expectancies (5b) indicate that the quality of the adaptation to developmental 
tasks will influence the expectancies the child has regarding personal 
effectiveness and the social support provided by the persons in the 
environment. This feedback leads to increasing stability of these 
expectancies, because: "these expectancies give rise to behavior that, because 




Not only will expectancies of competence elicit experiences of 
competence, in addition competent and less competent persons will differ in 
their causal attributions of success and failure (cf. Weiner, 1985). Analogous 
to research in the tradition of achievement-motivation (e.g., Heckhausen, 
1980), we can expect that competent children will interpret their success more 
in terms of personal competence, whereas failures will be contributed to 
external factors. Less competent children, on the other hand, may be more 
inclined to do the opposite and attribute failure to their personal lack of 
competence and success to external factors (cf. Weiner, 1985). In this way, 
the self-theory of the child may function as a self-reinforcing system 
(Heckhausen, 1980; see also Epstein, 1973, 1980, on the self-reinforcing 
nature of the self-theory he describes). 
1.5. Three empirical studies 
The aim of the longitudinal study reported in this dissertation was to 
answer research questions derived from the model described in this chapter. 
The model describes the development of competence in a transactional 
relationship with social support provided by persons in the environment of 
the child. In our view, our model is valid for developmental tasks stemming 
from all three sets of developmental influences mentioned by Baltes et al. 
(1980), i.e., age-graded influences, history-graded influences, and non-
normative life-events. The research questions examined in the empirical parts 
of this dissertation, however, only refer to what has been described by Baltes 
et al. as stemming from age-graded influences, i.e., determinants that in onset 
and duration are related to chronological age. 
The three research questions concern three important topics in our 
longitudinal study. The first question concerns the transactional relationship 
between general competence (ego-resiliency) and domain-specific com-
petencies. The second question concerns the transactional relationship 
between the child's competence and social support provided by the parent. 
The third research question concerns an extension of the notion of social 
support to comprise consistency of ideas about the child among important 
persons in the environment of the child. 
1.5.1. The development of competence: ego-resiliency and 
domain-specific competencies 
In Chapter 3 of this dissertation a study is presented which focuses on 
the development of competence, both in a general form, as well as in the form 
of domain-specific competencies. A distinction is made between general 
competence (ego-resiliency) and domain-specific competencies (school 
achievement and social competence). The transactional relationship between 
general and domain-specific competence is studied. General competence is 
expected to be a relatively stable characteristic of a child, and to form the basis 
from which domain-specific competencies can develop. On the other side of 
the transactional relationship, domain-specific competencies are also expected 
to have a feedback effect on general competence. In addition to this 
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transactional relationship, the intelligence of the child is regarded as an 
important variable in competence development 
A model which specifies the stability of and the mutual relations among 
competence and competencies is tested. For this part of the dissertation, data 
were used that were gathered when the children that participated in our 
longitudinal study were 7, 10, and 12 years old. The design of this study is 
presented in Figure 1.2. 
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1.5.2. Parental support and competence development in children 
In Chapter 4 of, this dissertation the transactional relationship between 
the development of competence in a child and the parental support the child 
receives is studied. 
Figure 1.3. Design of study Π. 
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A study is presented which focuses on the stability of competence 
between 9 months and 12 years, on the stability of sensitivity of the caregiver 
between 9 months and 12 years, and on the transactional relationships 
between competence and sensitivity. Sensitivity of the parent, as an important 
prerequisite for adequate parental support, is expected to manifest itself in 
responsiveness of the parent to the child in early infancy, and in emotional 
and instructional dimensions of parental behavior to the child in elementary 
school. In infancy a strong effect of responsiveness of the parent on the 
child's competence is expected. Competence is then expected to remain a 
19 
Chapter 1 
rather stable characteristic of the child. At later age, it is expected that the 
competence of the child will have an effect on the support provided by the 
parents. For this study data were used that were gathered when the children 
were 9 months, and 7, 10, and 12 years old. The design of this study is 
presented in Figure 1.3. 
1.5.3. Children's competence and the agreement and stability of 
self- and child-descriptions 
In Chapter 5 of this dissertation an extension of the notion of social 
support provided by one person, towards support provided by several 
persons in a child's environment is studied. 
Figure 1.4. Design of study III. 
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The design of the study is presented in Figure 1.4. A study is presented 
in which a model is tested that specifies relationships between consistency in 
the descriptions of a child, given by important persons (including the child 
him- or herself), and two specific competencies (school achievement, social 
competence)^. Agreement in ideas about a child's behavior and about relevant 
person characteristics of a child, is expected to lead to more clarity and more 
predictability in the demands made to that child. This clarity and predictability 
will lead to better defined ideas in the child about personal effectiveness and 
about the possibility to receive adequate social support. This way, consistency 
of ideas about the child is expected to contribute to the development of 
competence in the child. For this study data were used that were gathered 
when the children were 10 and 12 years old. 
7ln this study, including the general competence of a child in the design was 
not possible, because of confounding of the measures used to indicate the 
agreements of descriptions on the one hand, and to indicate the ego-resiliency 





2.1.1. Number of subjects and attrition rate 
In the first phase of this longitudinal study (see Riksen-Walraven, 
1977; 1978), subjects were 100 parent-child dyads. The children were nine 
months old, and all first-boms. The group consisted of 47 boys and 53 girls. 
In order to obtain a group of 100 subjects, 103 families had to be approached. 
Three families refused their cooperation, and two parent-child dyads were 
dropped out from the sample because they were repeatedly not present at 
appointments. These two were substituted by two others. At the age of 7, 99 
of the original 100 subjects could be located. 98 of the parents were willing to 
cooperate in this phase of the study. At age 10 93 parents again reacted 
positively upon our request for cooperation. At age 12 89 parents agreed to 
participate. The reasons for the attrition of subjects are not exactly known. 
Written reports of the contacts with these parents show no clear indication of 
selective drop-out of subjects. 
A comparison was made between the group of dyads who still 
participated at age 12 (N=89), and the group who dropped out during the 
study (N=11). To compare the two groups, t-tests for group comparison were 
performed on the means on the three relevant variables gathered in the first 
assessment wave which have been used in this longitudinal report (see the 
study reported in Chapter 4). These tests show that on none of these variables 
significant differences were found between both groups. For the 
responsiveness of the parent (described in § 2.3.6.2.), t(df=96) was -.42 
(n.s.), for the exploratory competence of the child (described in §2.3.1.), 
t(df=96) was -.79 (n.s.), and for the contingency analysis of the child 
(described in §2.3.2), t(df=96) was -.15 (n.s.). Further t-tests showed that 
the subjects who dropped out at age 10 or 12 (N=9) did not show significant 
differences in comparison with the remaining group on the relevant variables 
at age 7. On ego-resiliency (described in §2.3.7.1.) t(df=94) was -.62 (n.s.), 
on intelligence (described in §2.3.4.) t(df=96) was .02 (n.s.), and on school 
achievement (described in §2.3.3.) t(df=75) was -1.47 (n.s.). 





Mean age, range, number of subjects and distribution of sex 
Assessment wave 
age 9 months age 7 age 10 age 12 
Mean age 0,9 7;3 10;2 11;11 
Age range +/-1 week 6;10-7;5 9;8-10;8 11;5-12;6 
Sex 
Boys 47 47 44 42 
Girls 53 51 49 47 
2.1.2. Selection of subjects 
In the first phase of this longitudinal study (for the assessment wave 
when the children were nine months old), for a period of ten months district 
nurses in the city of Arnhem (100.000 inhabitants) were asked to provide the 
names, addresses, and other data of all children in their district to our research 
group. These district nurses were informed about the study, and about the 
criteria to be used to select subjects: first-boms without any pre-, peri-, or 
postnatal complications. Each month ten of the addresses were chosen. The 
criterion for this choice was that parents had to be of low socio-economic 
background, classified according to a Dutch stratification-index (see Riksen-
Walraven, 1977, for more details about this selection). These parents were 
then visited by the experimenter who provided further details about the study. 
After this visit parents made a decision about their cooperation. 
In the assessment waves at age 7, 10, and 12, parents received a letter 
and, a few weeks later, a telephone call in which they were asked to again 
cooperate in our study. If the parents and children reacted positively, the 
principal of the child's school and the child's teacher were contacted and their 
cooperation requested. 
In this report of the longitudinal study, the term 'caretaker', 'caregiver1, 
or 'parent' will be used to indicate the person who is primarily responsible for 
the child. In the contact with the parents, it was also asked that the 'primary 
caretaker' accompany the child in the study. At the age of 9 months, 97 out 
the group of 100 caregivers were the mother. At the age of 7 the caregivers 
were not involved in the collection of the data. At the age of 10 caregivers 
were 91 mothers and 2 fathers. At the age of 12, caregivers were 85 mothers 
and 4 fathers. 
2.1.3. School career of the subjects 
When the subjects were 7 years old, about one half of the group was in 
the first grade in elementary school, and the other half in the second grade. 
Three children followed a form of special education. The children attended a 
total of 56 different schools. At the age of 10,11 children were in some form 
of special education; three children were in the third grade of elementary 
school; the rest of the group was equally distributed over the fourth and the 
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fifth grade of elementary school. At that age the children attended 64 different 
schools. 
After the sixth grade of elementary school children in the Dutch school 
system enter some form of secondary education. Since the chosen form of 
secondary education might differ considerably for the individual children, it 
was decided that the assessments at age 12 should take place while the 
children were still attending the sixth grade. This had the implication that the 
assessment consisted of two waves. In the first wave, in the spring of 1986, 
subjects were the 12 year old children who were attending the sixth grade at 
that time. In the second wave, in autumn 1986, subjects were the 12 year old 
children who were attending the sixth grade at that time, as well as the 
children following a special education program. Thus, 77 children were 
attending the sixth grade of elementary school, and 12 children were 
following some form of special education. The children attended 76 different 
schools. 
2.2. Procedure of data collection 
During the entire longitudinal study a great deal of data had been 
gathered, involving the children, their parents, their teachers, and their 
friends and classmates. In this and the following sections, an overview of 
procedures of data collection and the measures used for gathering information 
in the three empirical studies in this longitudinal report will be given. For a 
description of other parts of the longitudinal study and for information on 
further measures used in the longitudinal study the reader is referred to 
Riksen-Walraven (1977,1978) for the assessment at 9 months. Van Lieshout 
et al. (1986) for the assessment at age 7, and Mey et al. (1985) for the 
assessment at age 10. 
2.2.1. Procedure of data collection at nine months1 
All the measures used in the 9 months-wave were taken at the child's 
home. Riksen-Walraven (1978, 1978) gives a rationale for this procedure, 
referring to a study by Parry (1972) who found that reactions of an infant to a 
novel stimulus (a task similar to our exploration task) differed, depending on 
whether this stimulus was offered in a familiar, versus a non-familiar setting. 
Testing at home was expected to enhance the ecological validity of the 
measurement Another argument for a natural setting was that the reliability of 
the measurements would probably also be higher when the child was tested 
directly after awakening, instead of after a fatiguing trip to a laboratory. For 
each subject, two home visits were made. The order of administration of the 
different parts of the assessment was similar for each subject. During one of 
1 Riksen-Walraven's study, which is the original study for which the data 
were collected when the children were 9 months old, is an intervention study 
with data collected when the children were 9 and 12 months old. Since only 
the data from the 9 months assessment are used in this dissertation, only these 
procedures are described. Further information about the assessment at 12 
months can be found in Riksen-Walraven (1977, 1978). 
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these home visits, tests for exploratory competence (see § 2.3.1.) and for 
contingency analysis (see §2.3.2.) were administered. The major part of the 
observation of the parent-child interaction (see §2.3.6.2.) was done after the 
administration of these tests. 
2.2.2. Procedure of data collection at seven years 
For the assessment when the children were 7 years old, appointments 
were made with the parents and the teacher of each child. Parents received a 
letter and/or a telephone call in which they were asked to give their 
permission for the cooperation of their child in this phase of the study. They 
were also asked to cooperate in answering some questions about their child. 
The principals of the children's schools and the children's teachers were also 
asked to cooperate. All schools and teachers reacted positively. 
The data collection lasted for one whole day per child, and was done in 
a van, which was parked near the school. A small experiment-room was built 
in this van, with all necessary facilities. During that day the child had to 
perform a number of tasks (reported in Van Lieshout et al., 1986) including 
the intelligence-tests (see §2.3.4.). School achievement tests (see §2.3.3.) 
were administered individually, on a separate occasion, by students of a 
teacher training college. FOT a child-description given by the teacher using the 
CCQ (see §2.3.7.), the participating teachers met in small groups in one of 
the schools, or at one of the teachers' homes. During this meeting 
instructions for the CCQ were given, and the teachers described the target 
child. If a teacher could not be present on one of these instruction meetings, 
instructions were given during the experimenter's visit to the school. 
2.2.3. Procedure of data collection at ten years 
All parents who participated in the assessment wave at age 7 were again 
contacted for the assessment wave at age 10. The school principals and the 
child's teachers were also asked to cooperate. One school refused to 
cooperate and one school refused to participate in the sociometrie part of the 
data collection (see §2.3.5.). All other schools cooperated fully. The 
assessment wave at age 10 for each child consisted of two parts. For the first 
part parent and child were invited to come to the office of the Onderwijs 
Begeleidings Dienst (School Guidance Service) in Amhem. In this office 
several rooms were available for the longitudinal study. While the child 
carried out some tasks (see Mey et al., 1985), including the intelligence tests, 
the parent was instructed on the CCQ, and described his or her child using 
this instrument. After the tasks for the child and the CCQ for the parent were 
completed, parent and child were brought to another room, in which video-
equipment was set up and video-recordings of parent-child interaction (see 
§2.3.6.) were made. The second part of the assessment at age 10 took place 
in the children's school. During this part the sociometrie data were gathered 
in the class room. The teacher was then instructed on the CCQ, and was 
asked to give a CCQ-description of the child at a suitable moment for him or 
her, and to send the material to our institute within two weeks. In addition, 
the teacher was instructed in the administration of the school achievement 
tests. The results of these tests were also sent to the institute. 
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2.2.4. Procedure of data collection at twelve years2 
All parents and schools involved in the previous assessment wave were 
again contacted and asked to cooperate. Again, one school refused 
cooperation in the sociometrie part of the data collection (the same school as in 
the wave at age 10). All other schools agreed to cooperate fully. The 
assessment wave at age 12 consisted of three parts. In one part parent and 
child were again invited to come to the office of the Onderwijs Begeleidings 
Dienst. Again, the child completed some tasks alone, this time including tasks 
to measure aspects of achievement motivation. (Because these variables are 
not examined in this dissertation, no description will be given here. These 
measures are presented elsewhere, see Van Aken & De Bruyn, 1989; 
Hustinx, 1989.) At the same time the parent gave a description of the child 
using the CCQ. Afterwards, video recordings of parent-child interaction were 
again made. The second part of the assessment wave took place in the school 
of the children. In the beginning of the experimenter's visit to the school the 
sociometrie data were gathered. After that, the target child was asked to 
choose two friends (with the restriction that these had to be classmates). 
These three children were then given instructions on the CCQ, and asked to 
give a description of the target child (i.e., the target child had to describe 
himself, the two friends had to describe the target child). This procedure took 
place in a separate room in the school, under guidance of a project assistant 
At the end of the experimenter's visit to the school, the teacher was instructed 
on the CCQ, and asked to send the material to the mstitute after completion of 
the description of the target child. For the third part of the assessment wave, 
in which the tests for school achievement and intelligence were administered, 
two different procedures were followed. If the children lived close to 
Amhem, they were invited to come to a nearby school, where the tests were 
administered in small groups. For the children who lived a greater distance 
from Amhem, these tests were administered individually on the same day that 
the experimenter visited the school of the child. 
2.3. Instruments 
In Table 2.2. an overview of the measures that are used in the empirical 
parts of this dissertation is given. 
^At the time the present author became involved in this study, the data 
collection of the assessments at age 9 months, 7, and 10 years was already 
completed. The assessment wave at age 12 was carried out under the 
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1 Sociometrie data 
2 Observation of parent-child interaction 
3 CCQ-description 
These measures can be related to §1.5.1., §1.5.2., and §1.5.3. in 
which the relevant variables in this study are derived from the theoretical 
model. In the empirical studies in this report, the measures will be described. 
Because these descriptions given in the empirical chapters could not be too 
extensive, some background of these measures will be presented in the 
following paragraphs. 
2.3.1. Exploratory competence 
To measure the quality of exploratory behavior of the child at the age of 
9 months, attractive and easy to manipulate play-material was designed. The 
material had to be easy to manipulate, and to produce a variety of interesting 
effects (visual, auditory, and tactile) to the child. A plastic cup with a handle, 
a piece of cellophane, and a metal chain was used. Six little objects were 
attached to the chain: two rings with colored beads, little copper bells, a 
plastic whistle, a semi-inflated balloon, and an electric light switch. 
Observations made in a pilot study yielded a list of 36 different manipulations 
that could be performed with this material ( the 36 categories are described in 
Riksen-Walraven, 1977, 1978). The total number of different exploratory 
behaviors the child showed during a ten-minutes observation period was used 




Two observers recorded each exploratory manipulation. Reliability 
between two observers, computed with the percentage of agreement 
(agreement defined as both observers scoring a behavior category at least once 
during the session) during the entire data collection ranged between 86 and 
100 %. 
2.3.2. Contingency analysis 
When the children were 9 months old, a contingency test was used to 
assess the child's ability to analyze contingencies between his or her acts and 
their effects upon the environment. By pushing a large round button, the child 
was able to project a colored slide on a screen for ten seconds. Slides were 
varied to prevent the interference of habituation to the stimulus. In a pilot 
study, 16 slides were chosen that proved to be attractive to children of that 
age. In addition, during that pilot study, a habituation period of one minute 
was found to be necessary, in which the child could explore the apparatus. 
After this minute, a push on the button was followed by a slide. The length of 
the assessment was fixed at ten minutes. In the pilot study, it was found that 
the attention of the children rapidly decreased after this period. The score for 
this contingency analysis was whether or not the child reached a learning 
criterion, operationalized as three times in succession an interval of less then 
ten seconds between disappearance of the last slide, and the child's next push 
on the button. 
2.3.3. School achievement 
A general problem in longitudinal research, especially in measuring one 
construct at different points in time, is the fact that an underlying ability has to 
be measured, whereas the concrete manifestations of this ability are likely to 
change over time. Therefore, a difficult decision has to be made by the 
researcher concerning what exactly are the tests or observations that represent 
the same construct at different times. For school achievement (the same 
principle holds for intelligence in the next section) indicators were used that 
would be most appropriate for measuring this construct at a given age. 
Aggregate scores were then constructed by adding the z-scores of a subject on 
the different tests. Thus, even though the individual indicators may change 
over time, depending on what the relevant dimensions of the construct are at a 
given age, the aggregate scores would provide a more reliable measure of the 
underlying construct. 
For the measurement of school achievement at age 7, an aggregate-
score of age-appropriate subtests was used. Because at age 7 the children 
were distributed over the first and second grade of elementary school, 
different aggregate-scores were made for each grade. For the children in the 
first grade, this aggregate score consisted of scores for two spelling-tests 
(Caesar, 1980; Brus & Voeten, 1979) measuring reading skills, a test to 
measure basic conditions of arithmetic (rekendictee, Mommers et al., 1979), 
and a spelling-test (woorddictee, CITO, 1980) measuring spelling skills. For 
the second grade, instead of this spelling test, a test for reading 
comprehension Gees en begrijp 2, CITO, 1980) was administered in addition 
to the tests for reading and arithmetic. 
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Although the 10 year old children were distributed over the fourth and 
the fifth grade, it was possible to construct one aggregate score. Tests were 
used in which the scores are comparable over both grades. This score 
consisted of scores on a test for reading skills (een-minuut-test. Brus & 
Voeten, 1979), and tests for arithmetic and reading comprehension (Rekenen 
en Begrijpend Lezen, CITO, 1982, 1983). 
In the assessment wave at age 12, as many children as possible were 
seen in the sixth grade. For measuring school achievement at that age, the 
short form of the school achievement part of a Dutch standardized test for 
measuring school achievement, the Interesse-Schoolvorderingen-Intelligentie 
test (ISI, Van Boxtel, Snijders, & Welten, 1982), was used. This short form 
consists of subtests for arithmetic, spelling, and reading skills. 
2.3.4. Intelligence 
In the assessment wave at age 7 an aggregate score for intelligence was 
constructed using subtests of a non-verbal intelligence test, the SON 
(Snijders & Snijders-Oomen, 1970), for visual memory, analogies, and 
sorting; and the Peabody Picture Vocabulary Test (Dunn, 1965; Manschot & 
Bonnema, 1978), measuring verbal intelligence. 
At age 10 an aggregate score was constructed of SON-subtests for 
block design, analogies, and combinations, in addition with a test for 
vocabulary (Woordenschat-Keuzetest, Taaltest voor Kinderen, Van Bon, 
1982). 
At age 12 intelligence was measured using the short form of the 
intelligence part of the ISI. This short form has subtests for vocabulary, 
analogies, and rotation of figures. 
2.3.5. Peer competence 
2.3.5.1. Background of the measure: sociometrie procedures 
Various methods have been suggested in the literature for the collection 
of sociometrie data, (see Gillessen & Ten Brink, 1991, f or a review). The 
three methods which are mentioned most are the peer nomination method, the 
use of rating scales, and the method of pairwise comparisons. In the peer 
nomination method each child in a group is asked to nominate a number of 
groupmates according to specified criteria. The two criteria most widely 
applied are 'like-most' and 'like-least'. Scores for acceptance (like-most) and 
rejection (like-least) are then defined by counting the number of times a child 
is nominated as being most or least liked. This method has the advantage that 
it can be administered groupwise, and without too much effort. A dis-
advantage is that especially for younger children the test-retest stability is 
somewhat low (Asher et al., 1979). Another disadvantage is that some 
children may not be mentioned at all. 
The second method is the use of rating scales. In this method every 
child in a group is asked to judge every other child in that group on a number 
of dimensions (e.g., 'how much do you like this child'). The score for each 
child is the sum of the scores all the other children have given him or her on 
that dimension. An advantage of this method is that all children in a group are 
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judged, and that differentiation in scores is possible. A disadvantage is that 
the method takes considerably more time. 
A third method often applied makes use of pairwise comparisons, in 
which each child in a group is offered all, or a subset of, possible 
combinations of children in his or her group, and has to choose between the 
two according to specified criteria. The score of a child is the number of times 
that child is preferred on that criterion. 
Generally speaking, in the order in which the three methods have just 
been mentioned, the test-retest-reliability increases, as well as, however, the 
effort it takes to collect the data. 
2.3.5.2. Scoring 
Since sociometrie data had to be collected in 64 and 76 school classes, 
efficiency considerations led us to the choice of the peer nomination method. 
Groupwise the children were asked two questions: Please mention the names 
of the three children in your class you like most' and 'Please mention the 
names of the three children in your class you like least'. Children were given 
a score form on which they could write their answers. Only the names of 
children in their class were allowed, their own, and their teacher's name 
disallowed. In addition, this sociometrie procedure was conducted in the 
beginning of the visit of the experimenter to the school, so that the data were 
gathered before the exact nature of the experimenter's visit to the school was 
known, and before the target child of the longitudinal study was identified. 
This was done to avoid having the target child perceived as being in a special 
position, which might bias responses on the sociometrie questions. If the 
identification had already occurred (e.g., by remarks of the teacher), the 
experimenter explicitly stated that these were two separate studies. 
During the instruction for the sociometrie procedure it was emphasized 
that the data were treated strictly confidential, and that nobody, not even the 
teacher, would see the answers. No serious problems arose during the 
administration of the sociometrie procedure. 
In sociometrie research, procedures have been developed to combine 
the like-most and like-least nominations in sociometrie statusgroups (cf. 
Coie, Dodge, & Coppotelli, 1982; Newcomb & Bukowski, 1983; Peery, 
1979). In this report, however, as much individual information as possible is 
used, so in the studies reported in Chapters 3 and 5, the raw like-most and 
like-least indicators (i.e., the number of times the child is mentioned as being 
one of the three children liked most, or liked least) are used as indicators of 
acceptance and rejection^. 
^The usual procedure in sociometrie research is to correct the nominations for 
unequal groupsize. For this purpose, the proportion of nominations, 
corrected for the total amount of nominations in that group, is computed. In 
the data of the measurement wave at age 10, the total nominations were not 
readily available; therefore, in this report for both ages this correction is not 
made. Analyses of the 12-year data, in which total nominations were 
available, showed that the corrected values correlate highly with the 
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2.3.6. Parental sensitivity: Observations of parent-child 
interaction 
2.3.6.1. Background of the measure: rating scales vs. 
categories 
As was mentioned in §1.5.2. one of the operationalizations of social 
support the child receives concerns the sensitivity of the parent, i.e., the 
adequate reactions to signals and needs of the child. As elaborated in Chapter 
4, at the age of 9 months this sensitivity is reflected in the responsiveness of 
the parent. Therefore, in §2.3.6.2. how this responsiveness is measured, 
using a molecular category-system, will be described. 
At the ages of 10 and 12 years, sensitivity is no longer reflected in 
direct responsiveness to the child's signals only (as is described in Chapter 
4). Instead, different manifestations of sensitivity have to be measured. In our 
original plan for the study reported in Chapter 4, we used a molecular 
category system for the observation of sensitivity at age 10 and 12 years 
which was similar to the category system used in the observations at 9 months 
(see Van Aken & Riksen-Walraven, 1988; Zevalkink, 1989). After a pilot 
study, however, we decided to use a more molar approach and to rate 
sensitivity on Ave seven point scales, which rated for supportive presence, 
respect for autonomy, structure and limit setting, hostility, and quality of 
instruction. These scales were originally developed by Erickson, Sroufe, and 
Egeland (1985) to measure parental support to 3-4 year old children. Pilot 
observations and discussion in our research group indicated that these five 
dimensions could also be observed in 10-12 year old children, and were at 
that age still important indicators of parental social support 
Our reasons for changing from the observation categories to the rating 
scales of sensitivity was that the scores on the observation categories did not 
capture exactly what we were looking for in the behavior of the parents. The 
categories used, although designed to measure social support by the parent, 
were in our view too sensitive to task-related characteristics, whereas we 
wanted to measure social support in general, with the specific task simply as 
an instrument to evoke supportive behavior of the parent. 
As mentioned above, we wanted to observe sensitive responsiveness to 
the signals of the child. One of the problems was that, at the ages of 10 and 
12 years, the signals of a child are more difficult to identify than at the age of 
9 months. Another problem was that an apparendy important dimension of 
sensitivity at this age, i.e. showing respect for the autonomy of the child, is 
hard to operationalize in concrete behavior categories. Here, parental support 
is expressed in more general statements, or in a general supportive quality of 
parental behavior, which is difficult to express in scores for separate 
behavioral events. In particular, it proved to be difficult to distinguish 
between, on the one hand, parents with respect for autonomy, who remained 
calm and let their children look for solutions, and, on the other hand, parents 
uncorrected values. For the like-most nominations, this correlation is .84, for 
the like-least nominations this correlation is .92. 
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who showed the same behaviors, but which appeared to be a reflection of 
their inability to provide adequate support to the child. 
The difference between these two kinds of parents seemed essential for 
our theoretical viewpoint, but we couldn't find ways to express this in scores 
on the observation categories. The rating scales formulated by Erickson et al. 
comprise scales for supportive presence and for respect for autonomy, that 
are suited to the measurement of these two important dimensions of 
sensitivity. 
To summarize, we thought that it would be possible to train raters in the 
theoretical concept of sensitivity, including the way in which sensitivity is 
expressed in these age groups. Thus, it should be possible for raters to 
characterize parental behaviors in terms of what we would consider 
theoretically relevant aspects of sensitivity. As Caims and Green (1979) 
indicate, ratings can eliminate unwanted sources of variance (in this case, for 
example, related to age, setting, or child characteristics) so that the use of 
appropriate rating scales would provide more valid indicators of sensitivity 
than the observation categories used in the pilot study. 
2.3.6.2. Procedure and tasks at nine months 
In the assessment wave at the age of 9 months, parent-child interaction 
was observed in the natural home setting. The caregiver was told that the 
target of the investigation was the child's behavior, and that it was important 
for the caregiver to act 'naturally'. 
To observe parental support at the age of 9 months (operationalized as 
responsiveness of the parent) 14 behavior categories were defined to code the 
behavior of the parent, and 17 categories to code the behavior of the child 
(see Riksen-Walraven, 1977, 1978 for a description of these observation 
categories). The behavior of parent and child was observed simultaneously 
and continuously for eight periods of ten minutes each, using a six-second 
interval as coding unit. The measure used in Chapter 4 indicated the 
responsiveness of the parent, and was constructed by dividing the number of 
child behaviors the parent responded to in a responsive way, by the total 
number of child behaviors, multiplied by 100. 
2.3.6.3. Procedure and tasks at 10 and 12 years 
In the assessment waves at age 10 and 12 years, parent-child 
interaction was observed in a problem-solving situation. To evoke sufficient 
interaction, it had to be ensured that the task was quite difficult for the child, 
so that parental assistance was needed. In addition, it had to be clear to the 
child that the parent is competent in solving the problem, so that the child can 
rely on this parental assistance. 
When the children were 10 years old, the problem-solving task was a 
Wiggly-block (Keane & O'Connor, 1970), i.e., a three dimensional, nine 
piece wooden block, which had to be assembled. When the children were 12 
years old, a different task was chosen, because recognition of the task used at 
age 10 (and remembering the success or failure in this task) might interfere 
with the motivation of the child, or with the parental assistance. The problem 
solving task chosen at this age was the replication of three figures of the 
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Tangram-game, which consists of seven flat geometric pieces (see a.o. 
Elffers, 1978). 
In both situations the tasks were quite difficult for the children. Also, in 
both situations the competence of the parent was ensured by giving him or her 
extensive instruction about the solution of the problems and by allowing him 
or her to practice in advance. In both situations the child was informed that the 
parent knew the solution, and had practiced in advance. The instruction to 
parent and child was that the child had to solve the problem, but the parent 
was allowed to assist, using directions, clues, encouragements, etc. The 
parent was not allowed to touch the parts of the puzzle. In both cases the child 
was given ten minutes to solve the task. The ten minute sessions were 
videotaped for observation and coding in a later phase of the study. 
Two research assistants were trained in the theoretical background of 
the study and in observing the theoretically important features of parental 
sensitivity. After this training period, reliability was established on the 
recordings of the task for the 12-year old children. The video-tapes of ten 
subjects were scored by the two assistants. Pearson correlations were 
computed for supportive presence (.77), respect for autonomy (.77), structure 
and limit setting (.71), hostility (.91), and quality of instruction (.73). 
For the video-recordings at age 10, a randomly chosen subset of 14 
subjects was observed by both assistants. Neither knew which of the tapes 
would be chosen for this reliability check. For this check, for supportive 
presence a correlation of .64 was found, for respect for autonomy .80, for 
structure and limit setting .58, for hostility .59, and for quality of instruction 
.75. It is not clear whether the somewhat lower reliability for some of the 
scales is due to the fact that this check was unexpected, or whether this is 
related to the fact that this check was performed on different recordings than 
the initial establishment of reliability. In case of large scoring discrepancies 
between both assistants, the scores at age 10 were averaged, and a consensus-
score was established at age 12. 
2.3.7. Child descriptions: the California Child Q-Set 
2.3.7.1. Scoring 
In this dissertation, a Dutch version of the California Child Q-set 
(CCQ, Block & Block, 1980; Dutch version: NCKS, Van Lieshout et al., 
1986) was used. This Q-sort consists of 100 cards with personality attributes 
of a child. These cards refer to the child's behavior and personal 
characteristics in various domains. Judges can be asked to sort these cards 
into nine piles, ranging from (1) least characteristic to (9) most characteristic 
for that child. The cards have to be sorted in a forced distribution, i.e., eleven 
cards in every pile, except for twelve cards in pile (5) defined as neither 
characteristic nor uncharacteristic for that child. Cards sorted in the lower 
categories are interpreted as indicating that it is the absence of these behaviors 
which is descriptive for that child. The cards sorted in the higher categories 
indicate that, compared to other attributes, these attributes are especially 
salient in the child's personality. 
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Two kinds of scores based upon this Q-sort are used in this 
dissertation. In Chapters 3 and 4, an ego-resiliency score is computed (Block 
& Block, 1980b) by correlating the rank ordering of the 100 cards given by 
the teacher of the child with the rank ordering given by experts of a typically 
ego-resilient child (the so-called expert-profile). This correlation coefficient is 
then used as an indicator of the ego-resiliency of the child. In Chapter 5, the 
rank ordering of a judge is correlated with the rank ordering of other judges. 
This Q-correlation (see §2.3.7.2.) is then used as an indicator of the 
agreement between the various descriptions, and in this sense, as explained in 
Chapter 5, is used as an index of supportive qualities of the environment. 
2.3.7.2. Background of the measure: the Q-sort technique 
In research on the stability of personality a distinction is made between 
a person- vs. variable-centered approach (Block, 1971, Magnussen, 1988, 
Ozer & Gjerde, 1989). In the variable centered approach, the unity of 
research and analyses is a variable, and what is studied is the relative position 
of a person on that variable in relation to other persons. In the person 
centered approach, the unity of research is the person him- or herself, and 
what is studied is the salience and configuration of variables within that 
person. 
A method which can be used in both the variable and the person 
centered approach is the Q-sort technique (Block, 1961/1978). In this 
technique a sorter (which can be any person who is familiar to the target child 
who has to be judged) is asked to order a set of cards containing personality 
attributes into piles ranging from least to most characteristic of the target 
child. Because the sorter has to compare attributes within an individual, this 
procedure leads to a person centered description. However, this Q-sort can 
also yield scores which can be used in a variable centered approach, as will 
be described later. 
Two person descriptions (e.g., given by the same judge at two points 
in time), in the form of a profile of attributes, can be compared to each other 
by computing a Q-correlation between the two orderings (Block, 1961/1978). 
This Q-correlation represents the extent to which the ordering of attributes in 
one description resembles the ordering of attributes in another description. 
This Q-correlation can be seen as an index for the consistency (or change) of 
a person over time (Asendorpf & Van Aken, in press; Block, 1978; Ozer & 
Gjerde, 1989). Consistency and change in that case refer to changes in what 
are seen as being the most salient characteristic attributes of a person over 
time. In this way, consistency and change are a characteristic of a person, 
instead of characteristic of a variable in a sample. Ozer and Gjerde (1989) 
describe how this consistency of a person can be used in cluster analysis, and 
can be the subject of further research. A similar procedure is followed in 
Chapter 5, where the Q-correlation is not only used as an index for ipsative 
consistency over time (often referred to as ipsative stability, see Caspi & 
Bern, in press), but also as an index for consistency between descriptions 
given by several judges at one point in time. 
Ibis issue is also relevant to a person centered approach: A high 
correlation between the Q-profiles given by different judges means that they 
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have the same ideas about the target child. Attributes which are judged as 
characteristic for that child by one person, are also judged as characteristic for 
that child by another person. Here, consistency defined in a somewhat 
broader sense (not only over time, but also over judges) is viewed as an 
attribute of the child: In some children there is low consistency among 
descriptions, whereas in other children there is high consistency among 
descriptions. Chapter 5 shows how this consistency can then be used in a 
variable centered approach. Consistency is regarded as an attribute of the 
child, which fluctuates within a sample, and which can be used as an 
important variable in studying the development of the child. 
In Chapter 3 and 4 the Q-sort is used in a variable centered approach. 
The ordering of characteristics as described by a certain judge, is correlated 
with the ordering as given by experts of a typically ego-resilient child. This 
correlation coefficient is used as a measure of the similarity between the 
target child and the typically ego-resilient child, in other words for the ego-
resiliency of the target child (see Block & Block, 1980 for a description of 
this procedure). In this way the target child is compared with other children, 
and can be described as being more or less ego-resilient than other children, 
thus using the Q-sort in a variable centered approach. 
2.4. LISREL-Analyses: A short introduction 
The analysis used in this dissertation is often referred to as 'structural 
equation modeling' or 'causal modeling'^. These techniques are proposed for 
improving the ability to make causal inferences from non-experimental data 
(Bender, 1980; Biddle & Marlin, 1987; Martin, 1987). These techniques have 
received a great deal of attention recently (for example, see the special issue of 
Child Development Γ1987. issue 5S_(1), page 1-175] on this topic). 
The basic elements of a causal model are the linear regression 
equations^, of the form Y=blXl+b2X2+e, in which Y represents a criterion 
variable, XI and X2 represent predictor variables, bl and b2 represent 
regression weights, used to optimally predict Y from the Xs, and e represents 
an error of prediction. Generally, a causal model refers to a set of regression 
equations or structural equations^. That is, there is more than one variable 
^These terms are used interchangeably. The correct term would be 'structural 
equation modeling'. The term 'causal modeling' implies that, as is often the 
case, causal relations among variables are expected. 
5The addition 'linear' is sometimes made to stress the fact that a linear 
relationship between predictor and criterion is one of the assumptions in these 
regression equations. 
^Bentler (1980) suggests a regression equation in the context of a model to be 
called a structural equation, and the parameters bl and b2 structural 
parameters. Structural parameters are considered as having more theoretical 
meaning than the ordinary predictive regression weights, because they are the 
parameters of a hypothesized causal process. 
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which has to be predicted. In addition, the variables often serve as both 
predictors and criteria in different equations. For example, ego-resiliency 
measured at age 10 can be the criterion in a structural equation where it is to 
be predicted by ego-resiliency at age 7. It can also be the predictor in a 
structural equation in which a specific competency is to be predicted at a later 
point in time. 
Variables that are not predicted by other variables in the model are called 
exogenous, or pre-determined variables. Variables which one does try to 
explain are called endogenous, or jointly dependent variables. The total set of 
structural equations for the variables in a model is so complex that the 
formulation in matrix algebraic terms is required (see for an introduction Van 
Leeuwe, 1984). 
Another important feature of structural equation modeling is that a 
distinction is made between manifest variables (MVs), and latent variables 
(LVs). Manifest variables are variables that are actually measured, and are 
also called indicators. Latent variables are hypothesized constructs that are not 
directly measured but indicated by one or more MVs. 
The background and mathematical principles of structural equation 
modeling are presented elsewhere (see e.g.. Saris & Stronkhorst, 1984; 
Bender, 1980; Jöreskog & Sörbom, 1984). In the following sections, 
important elements of structural equation modeling in general, and the 
LISREL-program in particular, will be discussed insofar as they are of 
importance to the analyses presented in the empirical chapters of this 
dissertation. 
2.4.1. Model specification and estimation of parameters 
In latent variable causal modeling, a distinction is made between two 
parts in a causal model: the measurement model, and the structural equation 
model. In the measurement model, the relation between the observed 
variables (MV) and the hypothesized variables (LV) has to be specified. In 
the structural equation model, the theory that has to be tested has to be 
specified mathematically, that is, has to be translated into structural equations 
between the theoretical constructs. 
In the empirical parts of this dissertation, the measurement model is 
described in the method section, where it is indicated how the theoretical 
constructs are measured. The advantages of using multiple indicators for a 
construct, to diminish the influence of errors, is not always used fully in 
these studies. The reason for this is very simple: most of the time only one 
indicator was available for the construct. 
The three empirical studies all end their introduction with the 
formulation of hypotheses. These hypotheses are translated in the initial 
structural equation model, which is graphically presented in the figure of the 
initial model in each study. For this model, a set of structural equations can 
be formulated, with unknown parameters representing the regression 
coefficients between the variables. 
LISREL is a general computer program (developed by Jöreskog and 
Sörbom) for estimating the unknown parameters in a set of structural 
equations on the basis of information about the variances and co-variances (or 
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correlations) of the manifest variables in the model. In this dissertation, the 
Maximum Likelihood method of estimation is used to estimate these 
parameters, so as to make the variances and covariances that are reproduced 
from the model close to the observed data (Bentler, 1980). Pedhazur (1982) 
describes ML estimates as the estimators of the parameters that are most likely 
to have generated the observed data. The details of this estimation method are 
given in the LISREL-manual (Jöreskog & Sörbom, 1984). In a review of 
estimation procedures. Saris and Stronkhorst (1984) conclude that the 
Maximum Likelihood estimator is a good choice, especially in somewhat 
smaller samples (see also §2.4.4.2.) 
2.4.2. Model testing 
An additional advantage of causal modeling techniques, such as 
LISREL, is that besides estimation of all parameters, the model (comprising 
all the parameters) as a whole can be tested. 
One of the measures for assessing the 'Goodness of Fit' of a model is 
the Chi-square statistic. In this statistic a comparison is made between the 
observed (co-)variances, and the (co-)variances predicted by the proposed 
model and its estimated parameters. This statistic can be interpreted as 
measuring "whether the residual correlations or variances-covariances 
obtained by comparing the observed and predicted values differ from zero" 
(Anderson, 1987, p.53). If the chi-square is small compared to the degrees of 
freedom, this chi-square is noi significant, i.e., the predicted correlation or 
covariation matrix does not differ from the observed matrix, and the model is 
said to provide a plausible representation of the causal processes in the 
underlying data (Bentler, 1980). 
However, as almost every author discussing this matter notes: this chi-
square is a function of the sample size. This means that the larger the sample, 
the smaller the difference between predicted and observed matrix has to be in 
order to be significant. This way, as Tanaka (1987) puts it, "..having 
dutifully collected data on a large sample, the high statistical power available 
to reject the null hypothesis may lead a researcher to reject a model which, in 
fact, deviates from the population model in a trivial way" (1987, p. 135). Or, 
to put it the other way round, in smaller samples, a model might be accepted 
because it is a correct representation of the relations within that small sample, 
with no reference to how these relations will be found in a larger population. 
For this reason, Jöreskog and Sörbom propose another measure of 
overall fit, the goodness-of-fit index. This is a measure for the relative 
amount of variances and covariances jointly accounted for by the model (see 
Jöreskog & Sörbom, 1984, p. 1.41). This index varies between zero and 
one. As Jöreskog and Sörbom put it, this goodness-of-fit index is 
independent of sample size, and relatively robust against departures from 
normality. Unfortunately, the statistical distribution of this index is unknown, 
and therefore no standard for comparison is available. 
In this dissertation, a model is said to fit the data if (1) the chi-square 
statistic is not significant (i.e., the predicted and the observed correlation 
matrix are not significantly different), and (2) the goodness-of-fit index is 
considerably high (preferably above .80). 
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2.4.3. Model modification 
If the initial model, assumed to represent the causal processes in our 
hypotheses, has to be rejected, the model can be modified and the resulting 
model can be re-estimated and tested again. This modification can involve 
two procedures. First, parameters which are not relevant for the model, that 
is, for which the hypothesis that they are zero cannot be rejected, can be 
deleted. LISREL indicates these parameters by computing a T-value by 
dividing the estimate by its standard error. If this T-value is large, the 
parameter is essential for the model. If it is small, it is unnecessary for the 
model?. This T-value follows a ζ distribution, so that standard normal curve 
values can be used to decide whether the parameter is essential or not (Saris 
& Stronkhorst, 1984, advise a cut-off point of 1.96 for this T-value). 
The second procedure in modification of the model is the inclusion of 
new parameters. For this purpose, the LISREL-analysis provides so-called 
modification indices. If the chi-square is not significant, as mentioned in 
§2.4.2., this means that the predicted correlation matrix differs significantly 
from the observed correlation matrix. To illustrate this, the residual cor­
relations, defined as the difference between the obtained sample correlations 
and the estimated population correlations, can be computed. Large residuals 
between two variables indicate that a correlation between these two variables 
could not be predicted on the basis of the specified model (e.g., because in 
this model no relation was assumed between these two variables), but that the 
fit of the model would be improved if this relation is assumed. The 
modification indices provided by the LISREL-analysis indicate the expected 
decrease in chi-square when a parameter is relaxed (i.e., when a parameter 
may be assumed for a relation between these two variables). 
Again, it is almost always noted that these relations should only be 
introduced if they are theoretically acceptable, because of the danger of 
ending the analyses with a model which is developed to fit to that specific 
sample (and thus the danger of a so-called Type I error, accepting an 
alternative hypothesis Hi when the null hypothesis HQ is true, e.g., 
Ferguson, 1971). In the empirical studies in this dissertation, re-specification 
of the model was always necessary to achieve a satisfying fit of the model. 
Following all warnings, however, this re-specification was only allowed for 
relationships between variables that have clear theoretical counterparts. 
In addition, the process of adjusting the model to achieve a satisfactory 
fit has been carefully documented in the three empirical chapters. This way, 
the danger of 'fitting a model to the data' has been minimized because the 
theoretical assumptions, and the reasoning behind these adjustments, are 
made explicit. 
^Deletion of parameters is a procedure to simplify the model. Of course, for 
the interpretation of the model non-significant parameters should not be taken 
into account. However, deletion of a parameter in general does ¡ші improve 
the fit of the model (in fact, often it worsens the fit because the chi-square 
statistic increases a little). 
37 
Chapter 2 
2.4.4. Miscellaneous issues on structural equation modeling 
2.4.4.1. Causality 
As mentioned before, the term 'structural equation modeling' and 
'causal modeling' are often used interchangeably. However, there are many 
different viewpoints on the value of structural equation modeling in making 
causal inferences from the data. Some researchers provide no philosophical 
meaning to the word 'cause', and state that phrases as 'process' or 'system' 
modeling can be used as substitutes for 'causal' modeling (e.g., Bender, 
1980). Other researchers, such as Mulaik (1987) and Gollob and Reichardt 
(1987) elaborate on the philosophical notion of 'causality'. 
Gollob and Reichardt, for example, mention three principles about 
causal effects. The first principle, that causes take time to exert their effects, 
implies that values of a variable can only be caused by values of prior 
variables. In our models, this means that a causal effect can only be specified 
between variables measured at different points in time. However, because in 
our research design considerable time lags occur between measurement 
points, this constraint will sometimes be relaxed, and causal effects 
sometimes are assumed to occur within one assessment wave. In such a 
view, we will refer to researchers like Bentler (1980), in the sense that, 
although the effects may occur only within one assessment wave, we will 
regard the resulting model as a plausible representation of the causal structure 
we formulated in our theoretical assumptions. 
The second principle is that values of a variable can be caused by prior 
values of the same variable. Effects of these kinds are called autoregressive 
effects (Jöreskog, 1979). These causal relations are implied in our theoretical 
models, and are regarded as indicators of the stability of a variable (cf. 
Hertzog & Nesselroade, 1987). Therefore, causal effects have to be inter-
preted in relation to these autoregressive effects. In our models, causal effects 
are expected to have influences that are additional to these autoregressive 
effects. 
The third principle is that the size of an effect can vary as a function of 
the length of time between hypothesized cause and effect. Although Gollob 
and Reichardt stress the importance of knowing the time lag for under-
standing the effect and advice that many time lags should be studied to fully 
understand causal effects, the choice of time lags in our research design is not 
related to the theoretical elements of our models. Therefore, this third prin-
ciple has to be ignored in this dissertation. 
2.4.4.2. Sample size 
One of the major problems in using structural equation modeling such 
as LISREL in developmental psychological research is the problem of sample 
size. Tanaka (1987) addresses this problem. He explains how, in 'common' 
F or t tests, statistical theories are available to take into account differences in 
sample size. Taking the number of degrees of freedom into account, F 
statistics and t statistics adjust for sample size differences. The statistical 
theory behind latent-variable structural equation modeling is asymptotic in 
nature, implying (Tanaka, 1987) that confident conclusions can only be 
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drawn from the data when the sample is 'large enough', without specifying 
when the sample is 'large enough'. Various magnitudes of samples are 
mentioned in the literature as being required for analyses. Boomsma (1983, 
in Tanaka, 1987), for example, concludes that samples of at least 200 are 
required. Gerbing and Anderson (1985, in Tanaka, 1987) on the other hand, 
obtained reasonably robust estimates in smaller samples. Schneider (in press) 
mentions 100 subjects as a rule of thumb. Analyses with 35 subjects have 
also been reported (Bornstein & Benasich, 1986, in Tanaka, 1987). Other 
authors stress the ratio between number of subjects and number of variables. 
For example, Tanaka (1987) mentions a ratio of 10 : 1, and Biddle and 
Marlin (1987) of ((N/10)-2) variables with N subjects. 
In this dissertation, as in most molecular longitudinal research 
(Schneider, in press), sample size is a serious issue. Because no clear 
decision can be made about how big the sample should be, we return to the 
reason why sample size is an issue. As Biddle and Marlin (1987) described, 
small samples may cause random variation in calculating the correlations of 
the input matrix. Combined with the warning given in §2.4.2. about the ease 
of obtaining a fitting model (as judged by a non-significant chi-square) in 
small samples, this issue was considered in this dissertation by putting extra 
emphasis on the theoretical plausibility of the models. This concerns both a 
strictly formulated initial model, in which much attention was paid to the 
theoretical basis of the hypothesis, as well as strict theoretical concerns about 
the parameters that should be added in order to obtain a fitting model. 
2.4.4.3. Use of multiple indicators 
The main advantage of the use of multiple indicators for one latent 
variable is that they reduce the error term in the structural equation, and 
therefore error can be separated from meaningful effects (Bender, 1980). 
Biddle and Marlin (1987) explain how latent variables can be measured with 
less error, and thus generate larger regression coefficients. However, this 
practice also has a dangerous side, as Bookstein (1984, in Biddle & Marlin, 
1987) pointed out. Especially in the case where few (but more than one) 
indicators are used, the possibility exists that they do not correlate very 
highly. In that case, the analysis, in trying to estimate parameters and increase 
the likelihood of the set of structural equations, might give low estimations of 
the loadings of the indicators on a latent variable, in combination with a large 
error term. This may lead to inflated regression coefficients between the latent 
variables. 
In this dissertation, this warning was considered in all empirical studies 
by checking the loadings of indicators on latent variables, and by matching 
the generated regression coefficients with the correlation-matrix of the 
observed variables, to see if these regression coefficients are in accordance 
with the respective correlation coefficients (which can not be caused by a 
large error term). A combination of badly measured latent variables and 
inflated regression coefficients can be an indicator of the presence of a large 
error term of that latent variable. Inspection of the measurement models in the 
empirical parts revealed that although the regression coefficients sometimes 
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were a bit inflated, they were always in the same line as the correlation 
coefficients. 
2.4.4.4. Correlated measurement errors 
An important issue, especially in structural equation modeling with 
longitudinal data, is the issue of correlated measurement errors. As Sörbom 
(1975) describes, if similar tests are used to measure a certain variable at 
different points in time, there may be a covariation between two variables not 
only because of actual covariation between the latent variable, but also 
because of covariation between measurement errors. Because similar tests are 
sometimes used to measure a variable at different time points in our research 
design, the possibility of correlated measurement errors will be considered if 
the modification indices indicate the presence of such errors. Inspection of the 
analyses in our empirical studies reveals that these correlated measurement 
errors do occur, and are important in determining the fit of a model. 
2.4.4.5. Interpretation of the regression-coefficients 
In the resulting models in the empirical part of the dissertation, 
standardized regression coefficients are presented. An advantage of this 
procedure (Saris & Stronkhorst, 1984) is that all variables are expressed in 
the same measurement units (standard deviation), so that the coefficients 
within a model may be compared. 
In §2.4.4.3., one reason for why regression coefficients have to be 
interpreted with care was mentioned. Inadequately represented latent variables 
may cause the inflation of regression coefficients in which this latent variable 
is involved. Another reason is that the magnitude of the regression 
coefficients is related to the variables which are, and which are not included 
in the model. Adding an important variable might change the magnitude of the 
existing regression coefficients, for example if this variable is the cause of a 
spurious correlation between two other variables. Regression coefficients 
therefore always have to be interpreted in the light of the entire structural 
equation model. 
In addition, not much attention is given to the proportion of explained 
variance in this dissertation. Our primary concern is with the confirmation, or 
rejection, of theoretically hypothesized relations between variables, as well as 
with the relations that had to be added to the model in order to obtain a 
satisfying fit. 
To end this section, we would like to quote the conclusion made by 
Bergman (1988) after a review of the uses and limitations of structural 
equation models of longitudinal data: "Nevertheless, it is important to be 
flexible and not to adhere to rigidly to the principle of testing only a single 
model constructed beforehand which will be accepted or rejected. Such 
rigidity may underuse the data, leading one to focus solely on the limited 
aspect of the reality that is modelled It is also important to use the data 
exploratively and to be prepared to notice the unexpected result that may point 
to a new theoretical formulation." (Bergman, 1988, p.363/364). LISREL-
analysis is used in this dissertation as an instrument in testing and developing 
40 
Method 
our ideas about the mechanisms that are assumed in our theoretical model. 
Because of the caveats which qualify the use of the LISREL-technique, 





The development of competence: 
Ego-resiliency and domain-specific competencies 1 
3.1. Introduction 
In 1959 White introduced the term competence, and defined it as "..the 
organism's capacity to interact effectively with its environment" (p.297). 
Later definitions have given increasing attention to both the evaluating role of 
the environment, as to the active role of the individual him- or herself. An 
example of the first can be found in Baumrind's (1989) definition of 
competence: "...organized patterns and dimensions of cognitive, affective, 
and behavioral functions that are developmentally appropriate and adequate, 
enabling attainment of personally and socially desired outcomes ...." (p. 188). 
An example of the active role of the individual him- or herself can be found in 
Waters and Sroufe (1983), who define competence as the "...ability to 
generate and coordinate flexible, adaptive responses to demands and to 
generate and capitalize on opportunities in the environment" (p. 80). 
Competence thus can be seen as a person's capacity to handle demands 
and opportunities which occur in the environment of that person in an active 
and effective way. In this conception of competence both a cognitive-
motivational and a behavioral component can be distinguished. The cognitive-
motivational component is related to the motivational basis for competent 
behavior. As White (1959, 1979) suggested, the notion of competence has 
arisen because the two most important theories at that moment (behaviorism 
and psycho-analytic theory), were unable to explain the ongoing activity, 
play, and exploration of children. White formulated an 'urge to competence' 
as an evolutionarily rooted motivation to effectively handle the environment. 
Subsequent research has linked this motivational aspect of competence to the 
concept of 'personal agency beliefs' (cf. Ford & Thompson, 1985), which 
are the ideas a person has about the control he or she has on the effects of his 
or her activities (cf. 'self-efficacy'. Bandura, 1982; 'locus-of-control', 
Rotter, 1966; 'control beliefs', Skinner, Chapman, & Baltes, 1988) and 
about the role of the environment in this control. This motivational basis for 
^Manuscript submitted for publication. Reference: Van Aken, M.A.G. The 




competent behavior is also expected to lie in the expectancies of a child about 
the efficacy of his or her behavior, and about the responsiveness of the 
environment to attempts to have a certain effect in this environment (cf. Ford 
& Thompson, 1985; Bretherton, 1985). Strong positive expectancies are 
related to a positive motivation in the adjustment to demands and oppor-
tunities which the child confronts with during development. 
The behavioral component of competence refers to the concrete 
manifestations of competent behavior. Waters and Sroufe (1983) describe 
how competence should be regarded from a developmental perspective. 
Competence can be seen as an organizational construct, in which the specific 
manifestations of competent behavior can change over the course of 
development. Competent behaviors in various domains, or at various ages, 
can be functionally equivalent despite differences in manifestation. Apparently 
different behaviors can be manifestations of an underlying general com-
petence. In addition, Waters and Sroufe propose more molecular definitions 
of competence (i.e. competencies): abilities that are domain- and/or age-
specific. Similar ideas were proposed by Oerter (1986), who describes a 
hierarchical structure, in which competence involves higher level regulation 
processes. At a lower level, he describes skills related directly to specific 
tasks or situations. 
Block and Block (1980) state that the construct of competence is so 
widely used that a more specific description is always necessary to indicate 
which form of competence is involved. A disadvantage of this is that effective 
functioning, which can be considered the core of competence, always has to 
be defined with respect to context-specific criterion behaviors. As a result of 
this, the exact definition of competence is also often related to (sub)cultural 
norms and values. This restricts the use of the term 'competence' as a 
theoretical variable. Block and Block attempt to define the construct 'ego-
resiliency' as an equivalent of 'competence' which can be used over various 
domains and cultures. This would make the construct of 'ego-resiliency' 
better suitable for the use as a theoretical variable. High ego-resiliency is 
defined by Block and Block as "..resourceful adaptation to changing 
circumstances and environmental contingencies, analysis of the 'goodness of 
fit' between situational demands and behavioral possibility, and flexible 
invocation of the available repertoire of problem-solving strategies" (p. 48). 
Such an idea of ego-resiliency as an underlying variable, and of 
functional equivalence of competent behaviors with regard to specific issues, 
can be regarded as related to the developmental-task approach proposed by 
e.g., Havighurst (1973) and Baltes, Reese, and Lipsitt (1980). Baltes et al. 
define developmental tasks as demands and opportunities which a person 
confronts with in the course of development. Although the term 'task' can 
imply something imposed on a person. Baltes et al. (as also Waters and 
Sroufe, 1983) stress the fact that a developmental task can also consist in a 
person actively taking advantage of certain opportunities. Developmental 
tasks may arise from developmental influences, that ".. mediated through the 
developing individual, act and interact to produce life-span development.." 
(Baltes et al., 1980, p. 75). 
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A developmental task presents itself to a person as a set of continuing 
problems which require a solution (Van Lieshout, 1987a; Silbereisen & 
Eyferth, 1986). Each developmental task concerns a problem, or a series of 
related problems, challenges, or adjustment situations. Characteristic for 
developmental tasks is that the solution of a certain task has consequences for 
the adaptation to later tasks (Sroufe, 1979). In our view, there are several 
mechanisms by which the adaptation to a given developmental task is related 
to the adaptation to a subsequent task. First, this relationship can be found in 
the fact that certain skills or abilities, acquired during the adaptation to a given 
task, can be useful in the adaptation to a subsequent task. For example, 
certain social skills acquired in the development of an attachment relation can 
play an important role in developing peer relations. Second, an adequate 
adaptation can elicit certain patterns of social support in the environment of a 
child that can be useful in subsequent tasks. The third mechanism which 
explains the relationship between the adaptation to a developmental task and 
the adaptation to subsequent tasks lies in the experiences of competence. Ford 
and Thompson (1985) state that contingency and control-experiences are 
important in the development of a child's expectancies about him- or herself 
from very young age on. These expectancies support the competent behavior 
in the child, as described earlier. These experiences may stem from both the 
social and the physical environment. Contingency and control experiences in 
the social environment are especially important because of their high 
frequency, and because of the importance of expectancies regarding the social 
world for the development of the child. 
From this theoretical perspective, specific competencies are the concrete 
solutions or abilities on a behavioral level to which a developmental task has 
led to Examples of such domain-specific competencies are school achieve-
ment (the concrete abilities acquired in solving the problem of intellectual 
challenges at school), or peer competence (the concrete solution of the 
problem of interacting with one's peers). The molar construct of 'ego-
resiliency' refers to the general flexibility and capability in solving problems, 
and forms the basis of these specific competencies. Ego-resilient children are 
characterized by flexibility in looking for solutions to specific developmental 
tasks. These children are more motivated, and better able to adjust to the 
demands and opportunities arising from developmental issues. On the other 
hand, ego-resiliency also arises from these specific competencies. Acquiring 
specific competencies at a behavioral level has a feedback effect on the ego-
resiliency of a child. Success in the adaptation to a developmental task leads 
to higher self-efficacy expectancies and to more trust in environmental 
support, and thus to higher ego-resiliency. The feedback of specific 
competencies on the ego-resiliency of a child thus contributes to the further 
development of ego-resiliency. 
In addition to this mechanism, in which ego-resiliency develops in a 
reciprocal relation with domain-specific demands as a general form of 
competence, there are other antecedents of individual differences in ego-
resiliency and in domain-specific competencies. For example, the intelligence 
of a child can play an important role. Intelligent children, through a higher 
speed of information processing, will have earlier and more experiences of 
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contingency, and thus may develop greater overall competence. In addition, 
intelligence may play an important role in the development of domain-specific 
competencies. In particular, the intelligence of the child of course will have a 
large effect in the development of school achievement, in addition to ego-
resiliency as a motivational basis for the adaptation to scholastic tasks. 
In the study presented here, the focus will be on the development of 
ego-resiliency and of domain-specific competencies. School achievement and 
the child's competence in interaction with peers were the domain-specific 
competencies chosen. It is expected that there are reciprocal influences 
between ego-resiliency and domain-specific competencies. The development 
of these specific competencies will be the result of an interaction between 
general competence and domain-specific demands of the environment. A 
causal model will be tested in which ego-resiliency has an effect on the two 
domain-specific competencies. Through generalization of the acquired 
abilities, and through the development of generalized expectancies about 
personal competence, these specific competencies will have a feedback effect 
on ego-resiliency. In addition, in this model, the effect of intelligence as a 
determinant of ego-resiliency, and as an additional source of individual 
differences in school achievement will be examined. 
3.2. Method 
3.2.1. Subjects 
Subjects were 100 first-bom children which participated in a longitu-
dinal study that started in 1975, when the children were 9 months old. The 
majority of these children came from families with a low socio-economic 
background (see Riksen-Walraven, 1978, for an extensive description of the 
sample). For this part of the study data were collected when the children were 
7 years, 10 years, and 12 years old. Attrition rate was low: 98 children 
participated at age 7, 93 children at age 10, and 89 children at age 12. A 
complete description of subjects and instruments and the results thus far is 
given elsewhere (with regard to the 9-months-data, Riksen-Walraven , 1978; 
with regard to the 7-year-data, Van Lieshout et al., 1986; with regard to the 
10-year-data, Mey, Van Roozendaal, ten Brink, & Siebenheller, 1985). 
3.2.2. Instruments 
3.2.2.1. General competence 
The construct of ego-resiliency (Block & Block, 1980a) was used as 
an index of general competence. Scores for ego-resiliency were gathered 
using a Dutch translation of the California Child Q-set (Block & Block, 
1980b; Van Lieshout et al., 1986). The CCQ consists of 100 items about 
personality and behavioral characteristics of a child. The child's teacher was 
asked to sort these 100 items into nine piles, ranging from (1) least 
characteristic for that child, to (9) most characteristic for that child. The items 
had to be sorted in a forced distribution with 12 items in the middle category 
(neither characteristic nor uncharacteristic for that child) and 11 items in the 
other categories. In this way, the Q-sort description rank orders each of the 
100 items, in terms of how characteristic it is for the described child. This 
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rank order is then correlated with the rank order given by experts for a 
prototypical ego-resilient child. This correlation coefficient is the ego-
resiliency score of the child, and ranges from -1.00 (a very 'ego-brittle' 
child) to +1.00 (a very ego-resilient child). 
3.2.2.2. Domain-specific competencies 
Peer competence. To measure the peer competence of the children at 
age 10 and 12 a sociometrie interview was conducted in the school classes 
which the children attended (a total of 64 school classes at age 10, and 76 
school classes at age 12). All children in each class were asked to nominate 
the three children they liked most, and the three children they liked least. The 
number of like-most and like-least nominations the target children received 
were used as indicators for the peer competence of the child. These interviews 
were conducted before the children had a chance to leam which child was the 
target in our longitudinal study. 
School achievement. To measure competence in the domain of 
school achievement, at age 7, an aggregate score was constructed of two 
reading skills tests, a mathematic test, and, depending on whether the children 
were in the first or second grade, a test measuring spelling skills or reading 
comprehension. At age 10, an aggregate score was constructed of tests for 
reading skills, arithmetic, and reading comprehension. At age 12, a 
standardized Dutch school achievement test was used, consisting of subtests 
for arithmetic, spelling, and reading skills. 
3.2.2.3. Intelligence 
To measure intelligence at age 7 an aggregate score of subtests for 
visual memory, analogies, sorting, and verbal intelligence was constructed. 
At age 10, an aggregated score was constructed of tests for block design, 
analogies, combinations, and vocabulary. At age 12, a standardized Dutch 
intelligence test was used, consisting of subtests for vocabulary, analogies, 
and rotation of figures. 
3.2.3. Analyses 
Analyses were based on the matrix of correlations among the 
theoretically relevant variables. To analyze the exact nature of the 
relationships, and to detect changes in patterns of correlations over time, a 
structural equation model, in which the hypothesized relationships between 
general and specific competence are made explicit, was tested using the 
LISREL-technique (Jöreskog & Sörbom, 1984). Latent variables in the 
model were the general competence of the child (ego-resiliency) at age 7,10, 
and 12; the specific competence on the domain of school achievement at age 
7, 10, and 12; and the specific competence on the domain of peer relations 
(peer competence) at age 10 and 12. In a second phase of analyses, the model 
was extended to include three endogenous variables: intelligence in all three 
measurement waves. A specification of these latent variables and their 




Indicators and Latent USREL-Variables 
Indicator Latent LISREL-variable 
1. Ego-resiliency at age 7 
2. Ego-resiliency at age 10 
3. Ego-resiliency at age 12 
4. School achievement-tests at age 7 
5. School achievement-tests at age 10 
6. School achievement-tests at age 12 
7. Number of like most-nominations at age 10 
8. Number of like least-nominations at age 10 
9. Number of like most-nominations at age 12 
10. Number of like least nominations at age 12 
Competence at age 7 
Competence at age 10 
Competence at age 12 
School Competence at age 7 
School Competence at age 10 
School Competence at age 12 
Peer Competence at age 10 
Peer Competence at age 10 
Peer Competence at age 12 
Peer Competence at age 12 
11. Intelligence-tests at age 7 
12. Intelligence-tests at age 10 
13. Intelligence-tests at age 12 
Intelligence at age 7 
Intelligence at age 10 
Intelligence at age 12 
In the translation of our theoretical assumptions to a model three kinds 
of relationships were assumed. Autoregressive effects (Jöreskog, 1979), 
indicated the degree to which the score of a latent variable is influenced by its 
score taken in ал earlier measurement wave. These autoregressive effects can 
be viewed as indicators of the stability of the latent variable. The second kind 
of relationships were cross-lagged effects, which are the clearest indicators of 
a causal relationship between two variables. These effects indicate the degree 
to which a given variable has an effect on another variable at a later age, in 
addition to the earlier measurement of that second variable. Finally, 
simultaneous effects were assumed, which represent a sort of cross-sectional 
relationship within a longitudinal model. These effects do not permit clear 
causal inferences (Gollob & Reichardt, 1987) but can confirm a theoretically 
expected causal effect. These effects are often described as a 'weakly causal 
system', because it remains unclear what happened before the first 
measurement wave, and how much variance in a variable is explained by 
autoregression or by cross-lagged effects. 
The initial model is presented in Figure 3.1. Theoretically justifiable 
modifications to the model were made, based on an inspection of the analysis 
of the initial model (see Jöreskog & Sörbom, 1984). 
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Figure 3.1. Initial LISREL-model 
3.3. Results 
The correlations between the indicators are presented in Table 3.2. This 
table shows mixed support for the hypotheses. Ego-resiliency was found to 
be quite stable across age, with correlations of .48; .54; and .56. A 
considerable to high degree of stability was also found within the domain-
specific competencies (for school achievement range .64 to .71; for peer 
competence .59 and .66). These coefficients of stability are comparable with 
those of intelligence (range .53 to .78). The within-wave correlations between 
general competence, intelligence, and the two domain-specific competencies 
are highlighted in Table 3.2. These correlations indicate generally strong 
relationships between ego-resiliency on the one hand, and school 
achievement, peer competence, and intelligence on the other. One exception is 
the weak relationship between ego-resiliency at age 10 on the one hand, and 
school achievement and intelligence at age 10 on the other (r=.19, p=.045; 
and r=.10, p=.17; respectively). Intelligence was found to be clearly related 
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Note. ER= ego-resiliency; SA= School achievement; LM= Peer Competence (like most-question); LL= Peer Competence (Шее 
least-question); IQ= intelligence; numbers indicate age of assessment wave. Within-wave correlations are highlighted. 
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competencies, i.e., school achievement and peer competence have a weak or 
nonexistent relationship to each other (range .04 to .27). 
The correlational data in Table 3.2. were used as input-matrix for a 
LISREL-analysis of the hypothetical model (as presented in Figure З.1.). The 
results of the testing of this model, the adjustments to the model, and the 
testing of these adjustments is presented in Table 3.3. 
Table 3.3. 
Results of the LISREL-analysis: Chi-square; Degrees of Freedom; Significance 
of Chi-square; and Goodness of Fit 
Description of the model Chi-square df ρ g.o.f. 
1. Original model (figure 1) 
2. Added: ego-resiliency 10 to peer 
competence 10; ego-resiliency 12 to 
school achievement 12; ego-resiliency 7 
to ego-resiliency 12; and school 
achievement 7 to school-
achievement 12. 
3. Deleted: ego-resiliency 7 to school 
achievement 10 and to peer competence 
10; ego-resiliency 10 to peer 
competence 12, to school achievement 
12 and to ego-resiliency 12; and school 
achievement 7 to ego-resiliency 10 
4. Added: correlated measurement errors 
among the like most-question at age 10 
and 12 and the like least-question at 
age 10 and 12 
99.86 28 .000 .824 





















5. Added: intelligence on school 
achievement at age 7,10 and 12 
6. Added: intelligence 7 on ego-resiliency 7 
7. Added: correlated measurement errors 
among intelligence-tests at age 7 and 12 
Since most of the latent variables were measured by only one indicator, 
the measurement model in the LISREL-analyses (in which the relationships 
between the observed variables and the corresponding latent variables are 
specified) is of minor interest. The only latent variable that was measured by 
two indicators was peer competence. The number of like-most nominations 
loaded .571 at age 10 and .628 at age 12. The number of like-least 
nominations loaded -.838 at age 10 and -.859 at age 12. 
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The resulting model 4 showed a satisfactory fît to the data and is 
presented in Figure 3.2. The analysis of the initial model showed no 
satisfactory fît of the model to the data. 
Figure 3.2. Resulting LISREL-model 
The modification-indices and the T-values (Jöreskog & Sörbom, 1984) 
indicated that the fit of the model could be improved considerably by 
introducing certain relationships between the latent variables and by deleting 
certain other relationships. In the second model a number of relationships 
were introduced in the initial model. The reason for introducing these 
relationships was that the analysis indicated that the fit of the model could be 
improved by freeing the parameters belonging to these relationships. The 
added relationships were the cross-sectional relationships between ego-
52 
Ego-resiliency and domain-specific competencies 
resiliency and peer competence at age 10 and between ego-resiliency and 
school achievement at age 12. 
In addition, relationships between ego-resiliency at age 7 and ego-
resiliency at age 12, and between school achievement at age 7 and school 
achievement at age 12 were introduced. In both cases, a variable at age 12 
was not entirely predicted by the variable at age 10. The same variable 
measured at age 7 also had a significant contribution. The second model, 
which was arrived at in this manner, showed a considerable improvement of 
fit. Next, the relationships for which the T-values in the analysis were not 
significant were deleted from the model. Because the chi-square statistic 
increased a little by doing so, the resulting model 3 showed a somewhat 
smaller fit. In the last step, correlated measurement errors (cf. Sörbom, 1975) 
were assumed between the number of like-most nominations at age 10 and the 
number of like-most nominations at age 12; and between the number of like-
least nominations at age 10 and the number of like-least nominations at age 
12. 
Next, the variable 'intelligence' was included in the model. Intelligence 
was at each measurement wave conceived as a separate, exogenous variable 
with the score on the aggregated intelligence-tests at that age as an indicator. 
The possibility of correlations between these three latent variables was 
assumed in the analysis. The analysis indicated that these correlations were 
considerable: . 76 between 7 and 10 year, .59 between 10 and 12 year, and 
.89 between 7 and 12 year. The first model (model 5) which included 
intelligence showed no satisfactory fit, but the LISREL-analysis gave some 
indicators of how this fit could be improved. In the first step (model 6) a 
relationship between intelligence at age 7 and ego-resiliency at age 7 was 
added. Next, a correlated measurement error was assumed between the 
indicator for intelligence at age 7 and the indicator for intelligence at age 12. 
The resulting model again showed a satisfactory fit and is presented in Figure 
3.3. 
3.3.1. Domain-specific competencies 
A relationship between intelligence and school achievement was clearly 
found at all three ages. In addition, the ego-resiliency of a child was found to 
contribute to his or her school achievement. This effect was found in the 
beginning of our measurement model. Apparently, ego-resiliency plays a role 
when the school achievement of a child first develops. After this, ego-
resiliency did not contribute much to the school achievement, although at age 
12 a small additional effect was found again. 
The school achievement of the child was found to be relatively stable 
during the elementary school period. Moreover, school achievement at age 7 
was found to be a predictor of school achievement at age 12. Stability of the 
individual differences from 7 to 10 years, and from 10 to 12 years could not 
completely account for the relationship between 7 and 12 years. In addition, 
school achievement at age 10 had an effect on ego-resiliency at age 12. 
The relationship between ego-resiliency and peer competence was 
mainly found in the measurement wave at age 10. The ego-resiliency of the 
child at age 7 had no significant effect on later peer competence at age 10. The 
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peer competence of the child was stable between ages 10 and 12. In addition, 
peer competence at age 10 influenced the ego-resiliency at age 12. 
^ ^ 
I Intelligence^ 
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3.3.2. General competence 
Intelligence was found to have an effect on the first measurement of 
ego-resiliency, but had no additional influence on later measurements. 
The expected stability of ego-resiliency was only partly supported by 
these data. From age 7 to 10, ego-resiliency remained stable, i.e., the pattern 
of individual differences in ego-resiliency remained the same. However, 
although stability clearly existed at a correlational level, the auto-regressive 
effect was no longer significant between the age of 10 and 12. Ego-resiliency 
at age 12 could be predicted from school achievement and peer competence at 
age 10, and from ego-resiliency at age 7. 
3.4. Discussion 
In the original model (see Figure 3.1.) both simultaneous and cross-
lagged effects between general competence and domain-specific competencies 
were expected. In addition, autoregressive effects were expected: once 
competence was established (both on a general as on a domain-specific level) 
it was expected to show stability to some extent. The data did not support all 
of these expectations in the first model, and modifications of our initial model 
were necessary. 
The pattern of correlations between ego-resiliency, school achievement, 
and intelligence were largely similar between 7 and 12 years. However, the 
pattern of correlations between the same variables at age 10 clearly deviates, 
with low correlations between ego-resiliency on the one hand, and 
intelligence and school achievement on the other. Baumrind (1989) describes 
how a change in the pattern of correlations between variables over time is 
related to the continuity of a construct. Differences in the empirical relations 
between constructs at different moments can be interpreted by evaluating the 
nomological network of the constructs, in this case by studying the 
differences in correlational patterns. The nomological network of ego-
resiliency, school achievement and intelligence changes over time: similar at 
age 7 and 12; deviant at age 10. 
In addition, the LISREL-analyses show that even when the ccmrelational 
patterns are similar, different conclusions about the relationships between the 
variables are possible. The LISREL-analyses can specify the qualitative 
changes or similarities: the correlational pattern between ego-resiliency, 
school achievement, and intelligence is most pronounced at age 7. At age 10, 
the relationships seem to disappear, and at age 12 only a small additional 
effect of ego-resiliency on school achievement is found. In terms of the 
constructs in our model, this means that in the development of the domain-
specific competency 'school achievement', the intelligence of a child plays an 
important role. The expected causal effect of ego-resiliency on school 
achievement occurs mainly in the first occurrence of school achievement. 
From then, school achievement remains fairly stable. Intelligence does have 
an effect on school achievement at each age, possibly accounting for any 
instabilities that do occur. At age 12, however, ego-resiliency regains a small 
effect on school achievement. This additional effect of ego-resiliency on 
school achievement might be explained by the relationship between ego-
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resiliency and achievement motives. Elsewhere (Van Aken & De Bruyn, 
1989) we found that ego-resilient children had a lower motive to avoid 
failure. These motivational characteristics of ego-resilient children could be 
reflected in higher school achievement in general, and in a greater capacity to 
handle the somewhat stressful school achievement testing at the end of 
elementary school. 
The nomological network between the constructs of peer competence 
does not seem to change across age, with the patterns of correlations at age 10 
and age 12 largely similar. However, the LISREL-analyses again qualify this 
finding. The correlational pattern is shown to be caused by the effects at age 
10, and by further auto-regression of peer competence. Ego-resiliency has a 
clear effect on peer competence, but not across age level. The effect of ego-
resiliency at age 7 on peer competence at age 10 was not found significant, 
neither was the effect of ego-resiliency at age 10 on peer competence at age 
12. The meaning of this result will be discussed below. 
Although the LIS REL literature stresses that the introduction or deletion 
of parameters to achieve a good fit of the model to the data cannot be used for 
the discovery of true causal relationships (Mulaik, 1987), clear interpretable 
patterns can be identified in the adjustments needed to achieve such a fit. The 
interpretation of these patterns can suggest adjustments to the theory, or to the 
assessment of the variables. In the adjustments made to the initial model two 
phenomena can be distinguished. 
First, an additional effect of ego-resiliency and school achievement at 
age 7 on the respective assessments at age 12 was found. Both for general 
competence and for the domain-specific competency 'school achievement', 
this means that the assessment at age 7 explains variance in the assessment at 
age 12 that cannot be explained by the assessment at age 10. In addition, this 
effect is so strong for general competence that because of it, and because of 
the fairly strong feedback of the two domain-specific competencies, the 
contribution of the assessment of general competence at age 10 is no longer 
significant. 
The second point concerns the deletion of cross-lagged effects of 
general competence on domain-specific competencies. The finding that the 
diagonal effects of ego-resiliency on school achievement and on peer 
competence disappear in the adjusted model, means that in both domains there 
is a state of equilibrium; that is, the relationship between ego-resiliency and 
the domain-specific competencies is already established at the moment when 
the variables are first measured. This is especially clear with school 
achievement at age 7. The situation of peer competence is somewhat different 
Measurements of ego-resiliency at age 7 apparently had no relationship to 
later peer competence. Only the simultaneous measurement of ego-resiliency 
and peer competence at age 10 showed this relationship. 
Adjusting for the additional effects of the assessments at age 7 on the 
assessment at age 12 can be related to the salience of a certain developmental 
task at a certain moment. Although a developmental task consists of a 
problem, or set of problems, that is eventually solved by a person, such a 
task may endure over a longer period of time. The salience of that 
developmental task may in fact fluctuate with time, as a function of the 
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initiatives taken by a person or of environmental demands. For example, 
when children enter elementary school at age 7, the first school achievements 
are regarded with great interest. When the children are 12 years old, and 
preparing for secondary education, school achievement is an important factor 
in choosing the level of this education. This period can be seen as an end-
evaluation of the success in the elementary school period. When the children 
are 10 years old, school achievement may be of somewhat lesser importance, 
and the peer relations of the children receive greater emphasis. The renewed 
importance of school achievement at age 12 apparently is reflected in the fact 
that school achievement at that age can be predicted by the school achievement 
at age 7. 
The fact that the assessment of ego-resiliency at age 7 to some extent 
predicts the assessment at age 12, means that, although a reasonable degree of 
stability is found on a correlational level, fluctuations in ego-resiliency occur 
that are related to previous measurements of ego-resiliency. In sorting the 
items of the CCQ, an observer (i.e., the teacher) may take into account the 
salience of an item at a certain age, related to a certain developmental task. For 
example, an item such as 'looks intelligent' or such as 'is attentive and 
concentrates well' may be salient at age 7, and therefore a teacher may use 
this item to characterize a child. At age 10, the item may have lost its salience 
for the teacher, and therefore may be placed in one of the middle categories. 
The fluctuations in ego-resiliency found in this study thus can be explained by 
the same pattern of salience of developmental tasks as described for school 
achievement 
This explanation could also be used to account for adjustments to the 
model by the deletion of the cross-lagged effects of ego-resiliency on the 
domain-specific competencies. Apparently the ego-resiliency of a child at age 
7 manifests itself most clearly in the child's school achievement. This could 
explain why the effects of ego-resiliency on school achievement in the model 
only shows as an effect of ego-resiliency at age 7 on school achievement at 
age 7. At age 10, the salience of peer competence as a developmental task 
causes ego-resiliency at that age to manifest itself in peer competence, and 
less in school achievement. Apparently, such a changing emphasis on 
developmental tasks has consequences for the pattern of correlations between 
general and specific competencies. 
In summary, in the adjustments of the initial model the transactional 
character of the development of competence is further specified. The stability 
of ego-resiliency over the elementary school period, which is considerable at 
a correlational level, is largely related to the concrete manifestations of this 
general competence in specific competencies. These specific competencies, in 
their tum, contribute to the general competence of the child. This again 
stresses the importance of the domain-specific competencies for the 
development of the child. Through this feedback-mechanism success or 
failure in domain-specific competencies, especially in peer competence, can 
have an important effect, not only on general competence, but also on 
subsequent domain-specific competencies. Experiences of competence 
apparendy have a strong positive effect on later ego-resiliency of a child. In 
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this way domain-specific competencies can also have long-term consequences 
for the adaptation to subsequent developmental tasks. 
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Parental support and the development of competence in children! 
4.1. Introduction 
Competence, in the sense of a general problem-solving ability, is 
assumed to develop in a transactional relationship with social support 
(Riksen-Walraven & Van Lieshout, 1985). At younger ages, this social 
support will be mainly provided by parents; at later ages peers, teachers and, 
still later, a partner may take over this role to some degree. The ability of 
parents to give adequate support depends largely upon their ability to perceive 
and interpret correctly the child's signals and needs. This sensitivity of the 
parent (cf. Ainsworth, Blehar, Waters, & Wall, 1978) would therefore be a 
prerequisite for the ability to provide adequate social support. In a study by 
Riksen-Walraven (1978) the relationship between parental support and the 
child's competence at the age of one year was studied. In the present paper, 
we will extend her theoretical model, and, in a follow-up study of her 
subjects, we will investigate this relationship at later ages. 
In one of the earliest definitions, given by White (1959), competence is 
defined as "an organism's capacity to interact effectively with its 
environment" (p. 297). According to White, in the first year of life 
competence motivation can be primarily inferred from an infant's exploratory 
behavior "the urge toward competence is inferred specifically from behavior 
that shows a lasting focalization and that has the characteristics of exploration 
and experimentation" (p. 323). In the first part of our longitudinal study, it 
was assumed that the infant's competence as manifested in his or her 
exploratory behavior is strengthened by the extent to which the child 
experiences effects of his or her own behavior. In the first year of life, 
influential contingent effects will come mainly from the social environment It 
was assumed that parental sensitive responsiveness to the child's signals will 
provide the child with the experience and expectancy of being an effective 
agent. It was also hypothesized that infants receiving a high amount of 
contingent effects upon their behaviors will have more opportunities to learn 
to analyze contingencies between their own acts and effects upon the 
environment. It was assumed that these infants will be better able, and also 
1 Manuscript submitted for publication. Reference: Van Aken, M.A.G. & 
Riksen-Walraven, J.M.A. Parental support and the development of 
competence in children 
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more motivated, to analyze contingencies between acts and effects (see also 
Watson, 1966). Thus, the theoretical model for the first part of the study 
hypothesizes that parental sensitive responsiveness would lead to positive 
expectancies in the infant with regard to his or her personal effectiveness, 
which would manifest itself in a stronger exploratory drive and a better 
capacity to analyze contingencies. 
Analogous to this mechanism in early infancy, the relationship between 
the competence of the child and the social support he or she experiences at 
later ages also is assumed to be mediated by expectancies of the child. When 
the child experiences social support while solving problems, the child again 
acquires expectancies regarding personal efficacy in mastering the environ-
ment. At the same time, the expectancies regarding the availability of support 
by others are strengthened. The same mechanisms as described in Riksen-
Walraven (1978) for the early infancy period, can thus be extended to 
describe later development. These two expectations, regarding one's personal 
competence and regarding the availability of social support, are often regarded 
as internal working models that guide the child's behavior and direct his or 
her perception (cf. Bretherton, 1985; Main, Kaplan, & Cassidy, 1985). 
Moreover, from a 'competence'-perspective the child's expectation of per-
sonal efficacy is considered to be the motivational basis for exploring the 
environment and for attempts to master it (Bandura, 1982; White, 1959). 
Thus, a person with positive self-efficacy expectations will strive towards 
competent handling of the environment. This striving finds expression in 
certain specific behavioral characteristics, such as attentiveness to the effects 
of the person's own behavior and the flexibility in finding solutions (see e.g., 
Ford & Thompson, 1985). 
4.1.1. Continuity of competence 
Since this competent behavior relatively often leads to success, self-
efficacy expectations and expectations regarding the availability of environ-
mental support will stabilize and even be strengthened during development. 
This stabilization of expectations will express itself in stability of competence, 
defined as flexibility in problem solving situations (cf. Baumrind, 1989; 
Waters & Sroufe, 1983). As described before, in the first year of life com-
petence finds expression in two main characteristic behaviors at that age, the 
exploration of the physical and social environment and the discovery of 
effects of one's personal behavior on that environment (Finkelstein & Ramey, 
1977; Lewis and Goldberg, 1969; White, 1959). Thus, an infants' quality of 
exploratory behavior and his or her ability to detect contingencies between act 
and effect can be seen as important indices of the competence of that infant. 
At later ages, competence is manifested in different areas and different 
contexts. In the course of development, the child is confronted with a broad 
spectrum of problems or tasks in several areas, involving personality 
development, cognitive development, and social development. Referring to 
this broad spectrum, Block and Block (1980a) describe the necessity of a 
context-free definition of competence. They propose the construct of 'ego-
resiliency' as an index of a general problem-solving capacity. Waters and 
Sroufe (1983) elaborate further on this notion of ego-resiliency and define it 
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as flexibility in adapting to problems in different domains. In the definition of 
ego-resiliency as "analysis of the 'goodness-of-fit' between situational 
demands and behavioral possibility, and flexible invocation of the available 
repertoire of problem-solving strategies" (Block & Block, 1980a, p.48), the 
same two basic dimensions as in infancy, namely detecting the effects of 
one's own behavior, and a repertoire of (exploratory) behaviors, can be 
distinguished. 
In studies on the validation of this construct of ego-resiliency (Block & 
Block, 1980a; Van Lieshout et al., 1986) it was shown that the construct of 
ego-resiliency as measured with the California Child Q-set (Block & Block, 
1980b) could be validated on flexibility in problem solving behavior in a 
number of social- and nonsocial tasks. The CCQ is particularly suitable for 
the assessment of ego-resiliency in longitudinal studies because it can be used 
in the same form over a broad age range. 
4.1.2. Continuity of social support 
During the course of development, the manifestation of adequate social 
support changes because the signals and the needs of the child change in 
relation to the changing content and characteristics of developmental issues 
arising in the course of childhood. What remains the same is the fact that 
social support given to a child will be adequate under two conditions. First, if 
the child experiences the parent as available for giving support in solving 
problems (support thus strengthening the expectations of availability of the 
environment). Second, if the child experiences behavior of the parent which 
enables him or her to solve a problem by him- or herself (thus strengthening 
the expectations of personal efficacy). In our view, the term 'sensitivity' 
refers to the characteristic of a parent to adjust his or her support to the child's 
needs and signals. 
Responsiveness of the parent is most important when children are very 
young, when they are in the course of developing an attachment relationship 
or developing exploratory competence. By responsiveness we mean giving 
contingent and adequate reactions to the child's signals. At that age, 
responsiveness is important because it serves to give the infant a sense of 
security (Ainsworth et al., 1978), and an idea of him- or herself as an 
effective agent (Riksen-Walraven, 1978). The responsiveness of the parent to 
the child at a very young age seems to be the most important characteristic of 
adequate social support. Responsiveness of the parent is assumed to shape 
the expectancies which a child has regarding the availability of important 
others (Ainsworth et al., 1978), and to shape the expectancies the child has 
regarding personal efficacy (Lewis & Goldberg, 1969). However, in a study 
of four year old children performing a problem-solving task. Skinner (1986) 
found that the contingency aspect of responsiveness was less important at that 
age. Sensitive initiations of behavior, defined as "parent directive behavior 
which is appropriate to the context of child behavior in which it occurs" (p. 
363), had a greater effect on the child's control expectations at this age than 
responsiveness. Skinner suggests that, whereas responsiveness is more 
important for situation-specific perceived control, sensitive initiations might 
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be more important for the development of generalized control perceptions, 
aggregated over time and situations. 
Besides age, situational or task-specific aspects can also determine what 
form of parental support is most beneficial for a child. For example, in 
problem-solving situations at later ages, parental support may be expressed in 
empathy with a child's emotional status (e.g., by showing supportive 
presence, or by refraining from hostile expressions in case of failure), by the 
quality of instructions aimed at giving information relevant to the solution of 
the problem, or by adequate (co-tregulation of the child's behavior, e.g., by 
providing structure and by setting clear limits (cf. Erickson, Sroufe & 
Egeland, 1985; Maccoby & Martin, 1983; Van Lieshout & Smitsman, 1985) 
As mentioned before, adequate social support should be aimed at both 
expectations of the child. Therefore, when the child has to solve a difficult 
task, it is also important to give him or her the opportunity to experience the 
efficacy of his or her behavior. Parents can promote this experience in a child 
by structuring the task and by providing adequate instructions, as mentioned 
above, but also by holding back in order to maximize the opportunity for the 
child to find the solution on his or her own. Because of an increasing need for 
independence in the course of development, the adequate reactions to the 
signals and needs of a child in concrete task situations may also include 
withholding help, and showing respect for the child's autonomy. 
In addition, while parental support has an effect on the development of 
competence in the child, the competence of the child his- or herself also has 
an effect on the parents. It is assumed that the competence of the child in 
social and non-social matters affects the amount and quality of the social 
support given by parents. In several studies the effect of child characteristics 
on the behavior of parents has been demonstrated. Bell (1968) already has 
shown how results of socialization-studies could be interpreted as being 
indicators of effects that children have on their parents (cf. Maccoby & 
Martin, 1983). Because self-efficacy expectations and, therefore, behavioral 
competence are assumed to stabilize and to be reinforced, it can be assumed 
that the effect of child competence upon the parental social support will 
increase in the course of development 
In summary, although sensitivity, as mentioned before a prerequisite 
for the provision of adequate social support, is assumed to be a relative stable 
parental characteristic, the behavioral manifestation of adequate social support 
will be the result of an interaction between qualities of the parent, the child, 
and situational factors. 
In our longitudinal study, we assume that competence develops in a 
continuous transactional relationship with support perceived from important 
others, in the first part of life especially the parents. Hypotheses based on this 
transactional model are being examined in this longitudinal study. It is 
assumed that at an early age the influence of parental support on the 
development of competence is quite large. In the course of development, 
however, the competence of the child, by its growing stability, will exert 
more and more influence on the quality of social support given by others. The 
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relationships between child competence and parental support studied at four 
age levels, between 9 months and 12 years, are presented. 
4.2. Method 
4.2.1. Design and subjects 
In a longitudinal design subjects were tested at 9 months and at the ages 
of 7, 10, and 12. Data regarding competence of the children were gathered on 
all four ages; parental social support was measured at 9 months and at 10 and 
12 years. 
The original sample (Riksen-Walraven, 1977, 1978) consisted of 100 
children (47 boys, 53 girls) and their primary caretakers (mostly their 
mothers). They were first seen when the children were 9 months old, and 
were followed at 7,10, and 12 years of age (ranging from 6 years 10 months 
to 7 years 5 months, from 9 years 8 months to 10 years 8 months and from 
11 years 5 months to 12 years 6 months, respectively). The majority of 
subjects came from lower class families. Attrition rate was low; at 12 years 89 
children (42 boys, 47 girls) still took part in the study. A complete description 
of the subjects and the results thus far is given elsewhere (with regard to the 
9-months-data, Riksen-Walraven, 1978; with regard to the 7-year-data, Van 
Lieshout et al., 1986; with regard to the 10-year-data, Mey, Van Roozendaal, 
Ten Brink, & Siebenheller, 1985). 
4.2.2. Procedure and instruments 
4.2.2.1. Competence 
9 months. In the first study with this sample (Riksen-Walraven, 
1978) two aspects of infant competence were measured, quality of 
exploration and contingency analysis. It was assumed that, at that age, these 
aspects of competence reflect the child's expectancy of personal efficacy. The 
scores were calculated as follows. 
For exploratory competence, the variety of exploratory behaviors of the 
child was observed while he or she was exploring some novel objects: an 
attractive plastic cup, a piece of cellophane, and a metal chain with various 
objects attached to it. The exploration score was the total number of different 
exploratory behaviors the child showed during a ten-minute exploration-phase 
(Riksen-Walraven, 1978). 
For contingency-analysis, the child was seated at a table, facing a 
projection screen, in order to assess the ability of the child to discover 
contingencies between personal behavior and its effects on the environment. 
When the child pushed a button, a colored slide was shown on the screen. 
The infant was scored on whether or not he or she reached the learning-
criterion (pushing three times in succession with a time interval of less than 
ten seconds between the disappearance of a slide and the next push on the 
button). 
7, 10, and 12 years. Scores for ego-resiliency were obtained using 
the NCKS (Van Lieshout et al., 1986), a Dutch version of the California 
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Child Q-set (CCQ, Block & Block, 1980b). The CCQ consists of 100 items 
about personality and behavior-characteristics of a child. The teacher of the 
child (the children visited 64 different school classes at age 10, and 76 at age 
12) was asked to sort these 100 items in a forced distribution in nine piles, 
ranging from least (1) to most (9) characteristic of that child. This Q-sort 
description was then correlated with the Q-sort description given by experts 
of a prototypical ego-resilient child. This correlation results in an ego-
resiliency score that can range from -1.00 ('ego-brittle') to +1.00 ('ego-
resilient'). 
4.2.2.2. Social support 
9 months. At 9 months parent-child interaction was observed in two 
40 minute periods in a natural setting at home. Behavior categories were 
defined for parent behavior (14 categories), and for child behavior (17 
categories). The behavior of parent and child was observed continuously, and 
coded in six-second-intervals. On the basis of these observations, a 
responsiveness score was calculated for each parent, indicating the percentage 
of child signals upon which the parent reacted promptly (within the same or 
next six-second interval) and adequately (judged by the observer). For a 
complete description of this procedure see Riksen-Walraven (1977,1978). 
10 and 12 years. When the children were 10 and 12 years old 
parent-child interaction in a problem-solving-task was videotaped. At 10 
years the child was asked to assemble a puzzle called the Wiggly-block 
(Keane & O'Connor, 1972), a task too difficult for children of that age to 
perform alone. The parent was shown the correct solution before the task 
started and was instructed that he or she was free to choose whether, when, 
and how to help the child. The only restriction was that the parent was not 
allowed to touch the parts of the puzzle. The same procedure and instructions 
were used when the child was 12 years old, except the task now was to 
replicate three Tangram-figures, a puzzle consisting of seven flat geometric 
pieces (see a.o. Elffers, 1978). 
Adequate support in this situation was assumed to comprise three 
different elements. Emotional support is needed because the task is difficult 
and may cause stress. Structuring and instruction is required to enhance the 
possibility of success. Providing enough room for the child's personal 
initiatives and for his or her own solutions is needed to let the child 
experience the efficacy of personal behavior. For measuring different aspects 
of social support, we used the rating-scales developed by Erickson, Sroufe, 
and Egeland (1985) for the quality of mother-child interaction in a problem-
solving situation. The scales, originally devised for three to four year old 
children, were found to be suitable to measure the dimensions of parental 
support in a problem-solving situation at this age as well, as shown in our 
introduction. The following five seven-point rating-scales were used: 
Supportive Presence, the degree to which the parent expresses positive 
regard and emotional support to the child. 
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Respect for Child's Autonomy, the degree to which the parent acts in a 
way that recognizes and respects the validity of the child's individuality, 
motives, and perspectives. 
Structure and Limit Setting, the degree to which the parent adequately 
attempts to establish his or her expectations of the child's behavior and 
enforces his or her agenda with regard to the execution of the task. 
Hostility, the degree to which the parent expresses anger, negative 
reinforcement, and rejection of the child. 
Quality of Instruction, the degree to which and the quality with which 
the parent structures the situation - so that the child knows what the task 
objectives are - and gives well timed and clear hints and/or corrections. 
The video-tapes were scored by two trained observers. Reliability 
coefficients ranged from .71 to .91 (Pearson correlation, established on 10 
tapes). In case of disagreement between the observers for the interaction at 10 




Specification of the latent variables in the USREL-analysis and their 
indicators 
Indicator Latent LISREL-variable Code 
1. Responsiveness of parent 
2. Exploration test 
3. Contingency analysis 
4. Ego-resiliency Q-sort age 7 
5. Ego-resiliency Q-sort age 10 
6. Ego-resiliency Q-sort age 12 
7. Supportive presence^ age 10 
8. Respect for autonomy age 10 
9. Structure and limits age 10 
lO.Hostility age 10 
11.Quality of instruction age 10 
12.Supportìve presence age 12 
13.Respect for autonomy age 12 
M.Structure and limits age 12 
IS.Hostility age 12 
16.Quality of instruction age 12 
Sensitivity age 9 mos 
Competence age 9 mos 
Competence age 9 mos 
Competence age 7 
Competence age 10 
Competence age 12 
Supportive presence age 10 
Respect for autonomy age 10 
Structure and limits age 10 
Hostility age 10 
Quality of instruction age 10 
Supportive presence age 12 
Respect for autonomy age 12 
Structure and limits age 12 
Hostility age 12 

















1 Variables 7 to 16 are measured using rating scales 
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In the first step of our analysis, we will look at the pattern of corre-
lations between the relevant variables in our design^. However, correlational 
data do not permit any inferences about the causal structure of the data. 
Therefore, after inspection of the correlational data, we will tum to structural 
equation modeling for the testing of our hypotheses in a latent-variable 
structural equation model, using the LISREL-program (Jöreskog & Sörbom, 
1984). A LISREL-model in structural equation modeling contains two 
components. The first component is the measurement model, in which the 
relationships between the observed variables and the corresponding latent 
variables are specified. The specification of the measurement model is given 
in Table 4.1. The second component is the structural model, in which the 
theoretical relationships between the latent variables can be specified. In 
addition, because of sex-differences found in earlier phases of this 
longitudinal study (Mey et al., 1985; Van Lieshout et al., 1986) the structural 
equation model in this study was tested separately on boys and girls. 
Figure 4.1. Initial LISREL-model 
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^Riksen-Walraven's study (1978) was originally designed as an intervention-
study. Comparison of the uncorrected correlation-coefficients between the 
nine months- and the 7 years-measures with those with the effect of the 
intervention program partialled out showed that there was almost no 
difference (maximum difference .07). However, the corrected coefficients are 
used in the analysis. 
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Most latent variables were measured directly by only one indicator (thus the 
loading of this indicator on the latent variable is 1.00), with the exception of 
the latent variable 'competence at age 9 mos', which was measured by 
contingency analysis Goading on latent variable in girls .584, in boys .699) as 
well as by exploratory competence (loading on latent variable in girls .916, in 
boys .978). The initial structural model is shown in Figure 4.1. 
The purpose of this study was to examine the relation between 
dimensions of social support and the child's competence. Although parental 
sensitivity (assumed to be a prerequisite for the ability to provide adequate 
support) can be seen as a relatively continuous latent characteristic, its 
concrete behavioral manifestation is the result of an interaction between this 
latent characteristic, child-characteristics, and situational factors. When the 
children are 9 months old, it is clear that the responsiveness of the parent is 
the most important indicator of sensitivity (Ainsworth et al., 1978; Skinner, 
1986). However, when the children were 10 and 12 years old, it cannot be 
simply stated that all five aspects of support measured with the rating-scales 
have equal effects on child competence. The assumed relationships between 
competence and support might be restricted to one or several scales. 
Therefore, the five scales were regarded as separate latent variables in the 
model. 
The model assumes a causal relationship between responsiveness of the 
parent and competence of the child at age 9 months (GAMMA 1-1); stability 
in child competence (BETA 2-1; BETA 3-2; and BETA 4-3) and in parental 
support between 10 and 12 years (BETA 10-5; BETA 11-6; BETA 12-7; 
BETA 13-8 and BETA 14-9). No specific hypotheses were formulated with 
regard to the relation between child competence at age 7, 10, and 12 and 
parental support at age 10 and 12. Because a LISREL-analysis gives 
information about re-formulation and re-estimation of the initial model, this 
explorative application of the analysis was used to explicate the relations 
between competence of the child and parental supportive behavior. During 
subsequent phases of the analyses the initial model was extended with paths 
that were indicated as an important improvement of the model (as indicated by 
the Modification Indices provided by the LISREL-program), but of course 
only in those cases in which this concerned theoretically justifiable relations 
between the latent variables. 
In addition, no relations were assumed between the five rating scales 
within one age. Instead, the results of the first analysis were used to indicate 
important BETA regression-coefficients for the relations between the five 
dimensions of social support. This way, the LISREL-analysis is used as a 
kind of exploratory analysis, to clarify the underlying structure of parental 
support. 
4.3. Results 

















































correlations for girls. 
cont=contingency analysis; expl=exploratory competence; er=ego-resiliency. 
Numbers indicate age of assessment (01 refers to the age of 9 months). 
In this table, it is shown that for both boys and girls, the two indicators 
of competence at age 9 months are clearly correlated. In addition, for both 
boys and girls the correlation coefficients indicate stability of ego-resiliency 
over the period between 7 and 12 years. Remarkable is the high correlation 
found in girls between the ego-resiliency measurement at age 7 and that at age 
12. Further sex differences were apparent in the correlations between the 
indicators of competence in infancy, and those in later childhood: for boys, 
this correlation was significant and indicates a reasonable amount of stability 
for competence between infancy and preschool, for girls this stability seems 
to be absent. 
The correlational data on the relations between the child's competence at 
various ages and the five aspects of parental support are presented in Table 
4.3. In this table, high correlations are found for both boys and girls between 
the responsiveness of the parent (measured at nine months) and both indices 
of competence at that age. For the other expected relations, between ego-
resiliency and the five rating scales, in general low correlations are found. 
The correlation matrix of all indicators mentioned in Table 4.1. was 
used as input for the LISREL-analyses. As expected (i.e., since no 
hypotheses were formulated regarding either the relationships among the five 
rating scales within one age, or the relationships between competence of the 
child and parental support) the initial model (see Figure 4.1.) did not fit the 
data (for boys chi2(109)=244.83, p=.000; goodness-of-fit=.602; for girls 
chi2(109)=308.92, p=.000; goodness-of-fit=.609). In the improvement of 
the model, for both boys and girls a three-step-procedure was followed. In 
the first step (resulting in model 2) the results of the exploratory part of the 
analysis (i.e., the relations between the five parental rating scales within one 
age) were added to the model. In the second step (resulting in model 3) the 
relations between competence of the child and parental support, and the 














































































































































ap<.05 bp<.01 Cp-cOOl 
Note, upper part: correlations for boys, lower part: correlations for girls 
cont=contingency analysis; expl=exploratory competence; er=ego-resiliency; resp= responsiveness; sup=supportive 
presence; rspa=respect for autonomy; lim=structure and limit setting; host=hostility; instr=quality of instruction. 
Numbers indicate age of assessment (01 refers to the age of 9 months). 
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and the rating scales at age 12 were added. In the final step (resulting in the 
final model 4) the non-significant relationships were deleted from the model. 
The results of the first step (the regression coefficients belonging to the 
relationships between the rating scales within one age) arc presented in Table 
4.4., right column, and will be discussed later. This step led to a better, but 
still not completely satisfying fit of the model (for boys chi2(96)= 102.80, 
p=.299; goodness-of-fit =.770; for girls chi2(99)=140.40, p=.004; 
goodness-of-fit =.721). 
Table 4.4. 
Standardized regression-coefficients belonging to the relations in Figure 42. 
and 4.3. 




































































































Note. Right column: relation between observation-scales within one age. Left 
column: other relations. 
Numbers refer to numbers of latent variables in Figure 4.1. 
For bovs. the second step of the LISREL-analysis indicated that this fit 
could be improved by the addition of two parameters: by assuming an effect 
of ego-resiliency at age 7 on parents' respect for autonomy at age 12 (BETA 
11-2), and of parents' supportive presence at age 10 on their quality of 
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instruction at age 12 (BETA 14-5). This improved the fit of the model 
(сЬі2(94)=87.20, p=.677; goodness-of-fit =.807). In the third step, all para­
meters which were found to be not significant were deleted from the model. 
This only concerned the stability of quality of instruction from age 10 to age 
12 (BETA 14-9). The resulting model again had an acceptable fit 
(chi2(95)=87.30, p=.700; goodness-of-fit =.807). The remaining standar­
dized regression-coefficients are presented in Table 4.4. The resulting model 
for boys is presented in Figure 4.2. For the sake of clarity, the regression 
coefficients among the rating scales within one age are not presented in this 
figure. 
Figure 4.2. LISREL-model for boys (for variable labels see Table 4.3.) 
For girls, the adjustments necessary to achieve a fitting model were 
somewhat more complicated. In the second step, the analysis indicated that 
the fit could be improved by adding four parameters that concern the effects 
of competence of the child on parental support: for the effect of ego-resiliency 
at age 7 on parents' hostility at age 12 (BETA 13-2) as well as on their quality 
of instruction at age 12 (BETA 14-2); for the effect of ego-resiliency at age 10 
on parents' respect for autonomy at age 12 (BETA 11-3); and a simultaneous 
effect of ego-resiliency at age 12 on parents' structure and limit setting at age 
12 (BETA 12-4). In addition, effects were assumed of parents' quality of 
instruction at age 10 on respect for autonomy at age 12 (BETA 11-9), and of 
structure and limit setting at age 10 on quality of instruction at age 12 (BETA 
14-7). An unexpected relationship had to be added: an effect of ego-resiliency 
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at age 7 on ego-resiliency at age 12 (BETA 4-2). These modifications 
improved the fit of the model (chi2(92)=96.88, p=.344; goodness-of-fit 
=.779). In the third step, something striking showed in the stability of 
competence: as already seen in the correlational data, the LISREL-analysis 
confirmed the fact that the hypothesized stability of competence at age 9 
months to competence at age 7 was not found to be significant. Accordingly, 
this relationship was deleted from the model. The stability of supportive 
presence (BETA 10-5), of hostility (BETA 13-8), and of quality of 
instruction (BETA 14-9) were also deleted. The resulting model again had an 
acceptable fit (chi2(96)=100.60, p=.354, goodness-of-fit =.776). The 
remaining standardized regression coefficients are again presented in Table 4, 
and the resulting model for girls is presented in Figure 4.3. 
Figure 4.3. LISREL-model for girls (for variable labels see Table 4.3.) 
.825 
.499 
4.3.1. Rating scales 
Figure 4.2. and 4.3. and the left column of Table 4.4 show that the 
rating-scales for boys and girls show different patterns of stability and 
interrelations between age 10 and 12. Supportive presence, respect for 
autonomy, structure and limit setting and hostility all show stability in parents 
of boys from age 10 to 12. In addition quality of instructions given in the 
Tangram-task at age 12 is positively affected by the extent of supportive 
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presence shown at age 10. Respect for autonomy and stracture and limit 
setting are the only constructs showing stability in parents of girls. 
Furthermore, the extent to which these parents show respect for autonomy 
when their child is 12 years old is negatively affected by the quality of 
instruction given two years earlier. Quality of instruction at age 12, on the 
other hand, is affected by structure and limit setting two years earlier. 
The right column of table 4.4. shows two clear findings in the pattern 
of relationships between the rating scales in 10 and 12 year old boys. The 
first is that the patterns of interrelations within one age are largely the same at 
both ages. The second is that supportive presence of the parent (at age 10: 
ETA-5; at age 12: ETA-10) takes a very central position in the networic of the 
five rating scales: at both ages, the BETA-regression coefficients show that 
supportive presence is related to all other four dimensions of parental support 
(positively to respect for autonomy, structure and limit setting, and quality of 
instruction, negatively to hostility). In addition, at both ages, respect for 
autonomy is negatively related to structure and limit setting. Also at both 
ages, structure and limit setting and quality of instruction are clearly positively 
related. In addition, at age 12, a relationship between respect for autonomy 
and quality of instruction is found. 
Similar, as well as partly different patterns of correlations between the 
five rating scales were found for girls. Differences were especially apparent in 
the position of supportive presence. At age 10, this was related to respect for 
autonomy and to structure and limit setting, whereas at age 12 it was related 
negatively to hostility and positively to quality of instruction. Again, at both 
ages respect for autonomy was negatively related to structure and limit 
setting. Also, as in boys, at both ages structure and limit setting and quality of 
instruction were positively related. In addition, at age 10, a relationship 
between respect for autonomy and quality of instruction was found. 
4.3.2. Stability of child competence 
As expected, the relationship between responsiveness of the parent and 
competence of the child at age 9 months was found, for both boys and girls. 
For boys competence remained stable from age 9 months to 7 years, and 
between the ages of 7 and 10, and 10 and 12. For girls stability of 
competence was only found during the elementary school years; the data 
reveal no relationship between competence at age 9 months and competence 
(ego-resiliency) in later years. Furthermore, an additional effect of ego-
resiliency at age 7 on ego-resiliency at age 12 was found in girls . This means 
that ego-resiliency at age 12 is predictable from ego-resiliency at age 7. This 
effect cannot be explained solely by assuming stability of ego-resiliency from 
age 7 to 10 and from age 10 to 12. 
4.3.3. The relationship between competence and social support 
Results show that in both boys and girls the child's ego-resiliency has 
an effect on the social support given by the parent at a later age. Remaricably, 
the parental support is influenced by the child's former ego-resiliency only in 
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the Tangram-task at age 12. Parents of 10 year old children of both sexes do 
not seem to adjust their support in the Wiggly task to child characteristics. 
In boys the data show that the effect of early competence on later social 
support is restricted to the effect of ego-resiliency at age 7 on the parents' 
respect for the child's autonomy at age 12. Parents of boys who at 7 years are 
described as being more ego-resilient, show more respect for their sons' 
autonomy in a problem solving task at age 12. 
More effects of a child's competence on later parental support were 
found in girls. An effect of ego-resiliency on the respect for autonomy was 
again found, except that the adjustment of respect for autonomy occurs to the 
ego-resiliency of the child at age 10. In addition, in girls a higher ego-
resiliency at age 7 means that the parent shows less hostility to the child in the 
Tangram-task at age 12 and a higher quality of instruction. Parents' structure 
and limit setting at age 12 is also related to the child's ego-resiliency at that 
age. 
4.4. Discussion 
In testing and adjusting the hypothesized models, the relationship 
between parental support and the development of competence in the child was 
confirmed for the relationships expected in infancy. Sex differences were 
found in the long-term stability of competence, with respect to the extent to 
which parents adjust their support to the competence of the child, and in the 
stability and continuity of parental support. 
A possible explanation for the sex-differences in stability of competence 
is given by Block (1983). She describes a process of sex-differentiated 
socialization, in which parents of boys are more inclined to stimulate 
curiosity, independence, and testing oneself in competition-settings (see also 
Vaughn, Block, & Block, 1988). Block (1983) also points to the fact that, 
whereas boys are more directed at understanding contingencies in the physical 
world, girls are more geared towards the social world, in which contingency 
relations can be observed but less easily manipulated. This situation could 
lead to a relative lack of efficacy experiences in girls, and thus could be an 
explanation for the lack of stability in competence between 9 months and 7 
years. In addition, Jennings, Yarrow, and Martin (1983) did not find 
continuity in mastery motivation for girls. In girls, early mastery motivation 
was predictive of later cognitive functioning but not of later motivation. 
Another explanation of this sex difference in stability of competence is a 
lack of continuity in parental supportive behavior towards girls, somewhere 
between the ages of 9 months and 7 years. As was stated before, sensitivity 
of the parent to the child at age 9 months is manifested in responsiveness to 
the signals of the child. The gaining of autonomy is an important issue in two 
and three year olds (Sroufe, 1979), and sensitivity of parents is shown by 
supporting this autonomy. Sex stereotypes might influence this parental 
support for girls, especially with regard to their gaining autonomy at a young 
age. This explanation is similar to the explanation given by Jennings et al. 
(1983). They suggest that parents may inconsistently reinforce dependency 
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and independency in girls, whereas parents of boys are more consistent in the 
training of independence. 
A similar problem is found in the stability of competence during 
attendance at elementary school. Besides the stability of ego-resiliency in girls 
during this period an effect of ego-resiliency at age 7 on ego-resiliency at age 
12 is found. A possible explanation for this effect are changes in emphasis by 
the teachers on different aspects of competence during the years at elementary 
school. In first grade, as well as in the highest grade, scholastic achievements 
are emphasized. In the other grades however, general competence or social 
competence might be more important. Changes in the emphasis by teachers 
on these forms of competence, and changing expectancies with regard to 
behavior, explicitly that of girls, might explain the partial discontinuity in the 
ego-resiliency judgement by their teachers. 
To explain the pattern of results of parental support at age 10 and 12, 
reference can be made to a useful distinction made by Baumrind (1989). She 
distinguishes between continuity (continued existence of a construct over 
time, determined by evaluating the nomological network of that construct) and 
stability (consistency in the position of a person in relation to others on that 
construct). From this point of view, parental support in boys is showing 
much more stability and continuity over time, whereas in girls it is found to 
be far less stable, and to show a different network of relationships over time. 
With regard to boys, parental behavior shows a high degree of con-
tinuity and stability. In particular the behavior that is not clearly task-
dependent (such as supportive presence, respect for autonomy, structure and 
limit setting, and hostility) is stable between the ages of 10 and 12. 
Furthermore, the constructs show continuity as the relationships among the 
scales remain largely the same. The importance of supportive presence is 
clear, since this scale is related to all the other scales at both age levels. This is 
less the case for the more task-dependent behavior of the parent: quality of 
instruction does not show stability. This can be related to the actual 
competence of the parent in solving the task. The Tangram-task at age 12 
might be somewhat more difficult. Quality of instruction at age 12 seems to 
become a new construct compared to age 10, influenced by the degree of 
supportive presence at age 10, and related to respect for autonomy and to 
structure and limit setting at age 12. 
Results for girls indicate less stability, as well as less continuity. 
Supportive presence, hostility, and quality of instruction do not show 
stability. In addition, supportive presence is related to respect for autonomy 
and to structure and limit setting at age 10, whereas at age 12 it is related 
negatively to hostility and positively to quality of instruction. 
For boys and girls, a mainly unidirectional effect is found with respect 
to the interaction between the competence of the child and parental support. 
The social support provided by the parents is influenced by the competence of 
their child. Remarkably this is only the case in the observations of the 
Tangram-tasks at age 12. The finding that all effects of competence on 
parental support are exclusively found in the Tangram-task at age 12 could be 
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caused by task-specific as well as age-specific factors. The Tangram-task at 
age 12 might well be a more valid situation to measure social support given 
by parents because of the character of the task, or because of the 
developmental phase the child is in at that moment. In boys the effect is clear: 
boys who are more ego-resilient at age 7 have parents who show more 
respect for autonomy when these boys are 12. For girls the situation is 
somewhat more complex. Girls who are more ego-resilient at age 7 have 
parents who later show less hostility and a higher quality of instruction. Girls 
who are more ego-resilient at age 10 have parents who later show more 
respect for autonomy of these children. Again, a different emphasis on 
different forms of competence might be the cause of these less clear effects. 
The finding that most effects on parental support are caused by ego-
resiliency at age 7 and not at age 10 may be related to the different 
manifestations of competence at different ages, as discussed above. The 
competence-score used in our analyses is based upon the judgment by the 
teacher. The perception of competence in children may differ between parents 
and teachers more at age 10 than at age 7 and 12 when school achievements (a 
clearly visible and quantifiable form of competence) are most important. 
Possibly, competence at age 10 is less clearly visible to parents, and parental 
support is influenced by the form of competence which in our measurement 
model is perceived by both parents and teachers when children are 7 years 
old. 
In summary, there arc clear sex-specific aspects to the development of 
competence in relation to social support given by the parents. The importance 
of the responsiveness of the parent in the early development of competence in 
the child is shown for boys as well as for girls. In boys this competence 
remains stable over the course of development, whereas in girls the 
development of competence is shown to be less stable. 
Social support given by parents to their sons remains stable with regard 
to the task and the age level. Support which has to do with the quality of 
instruction is adjusted to the task, and respect for autonomy is adjusted to the 
competence of die child. Supportive presence remains in the same relation to 
the other dimensions of support at both ages. Since in boys a reasonable 
amount of continuity and stability of parental support is found, it can be 
concluded that parents of boys are more consistent in their approach of the 
child, and their behavior is not influenced much by the competence of the 
child, unless respecting the child's autonomy is involved. 
In girls there is less continuity and stability in parental supportive 
behavior and these behaviors are more influenced by the child's competence. 
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Children's competence and the agreement and 
stability of self- and child-descriptions 1 
5.1. Introduction 
The behavior of children takes place in different social environments 
(cf. Bronfenbrenner & Crouter, 1983) and within relationships with 
environment-specific persons, e.g., parents at home, teachers at school, and 
friends in the peer group. Patterns of interaction between the child and 
referent persons in different environments are known to partly resemble each 
other, but also to have environment-specific characteristics. As Hinde and 
Stevenson-Hinde (1987) noted, the nature of social interaction depends in 
part on the individuals involved, but is also affected by the social norms and 
values within the social environment and by the expectations and goals of the 
participants. Resemblance in child behavior from environment to environment 
thus exists because the same child is involved and because the environments 
themselves partly overlap. Differences are related to variations in goals or 
tasks across environments. At home, for example, the primary issue is the 
development and maintenance of close relationships and the socialization of 
norms and values, while at school the teaching and learning of intellectual 
abilities, and in the peer group cooperation and competition in play situations 
are at stake. The amount of resemblance or difference in the behavior of a 
child over environments varies between children. 
Resemblance and differences in a child's behavior across different 
environments are revealed by the degree of agreement existing among 
different referent persons concerning the child's behavior and person 
characteristics. Ideas about a child can be expressed in many different ways 
including, for example, the California Child Q-set (CCQ, Block & Block, 
1980). The CCQ was constructed by Block and Block (1980) using a large 
number of statements to allow standard, detailed, and mutual comparative 
descriptions of the behavior and characteristics of a person. Differences in 
resulting descriptions may arise from unique features of the behavior of a 
1 Manuscript in press. Reference: Van Aken, M.A.G. & Van Lieshout, 
C.F.M, (in press). Children's competence and the agreement and stability of 




child in a specific environment but also from environment-specific 
expectations and requirements of a referent person, related to specific goals or 
tasks in that environment. 
Thus far, interjudge differences in person descriptions have been 
interpreted psychometrically, i.e., as measurement errors. These errors have 
been attributed to various factors, such as the limited size of behavior samples 
(Epstein, 1979), differences in visibility of extravert as opposed to introvert 
behavior (Funder & Dobroth, 1987), the choice of criteria for evaluating 
social judgments (Funder, 1987), the limited relevance of behavioral 
characteristics for various individuals (Bern & Allen, 1974), and to temporal 
and situational fluctuations in behavior (Mischel, 1968; Mischel, 1984). 
Although more and more sophisticated in describing content and process of 
judgment (cf. Funder, 1987), such researchers still focus on issues of 
accuracy in human social judgment. Various suggestions have been made to 
improve this accuracy, e.g., by using several informants in different 
environments (Achenbach, McConaughy, & Howell, 1988), or by including 
between-rater agreement as a criterion in test construction (Neale & 
Stevenson, 1989). In our view, however, differences in person descriptions 
by referent persons are more than just measurement errors. They represent 
psychologically important differences in ideas about a child given by different 
referent persons in different environments. These differences in ideas have 
psychological importance because they may cause differences in reactions to a 
child in the different environments (Victor, Halverson, & Wampler, 1988). 
Differences in parental ideas about the child have been the focus of 
earlier studies. For example, research on marital discord reveals serious and 
enduring adverse implications in the quality of children's psychological 
functioning and personality development as a function of parent concordance 
in values and child rearing orientation (cf. Block, Block, & Morrison, 1981; 
Deal, Halverson & Wampler, 1989; Emery, 1982; Gjerde, 1988; 
Hetherington, 1989; Hetherington, Cox, & Cox, 1985; Vaughn, Block, & 
Block, 1988). Parental concordance on child rearing orientations in early 
childhood appears to be stable over several years (Block et al., 1981; Vaughn 
et al., 1988), and discrepant parental value systems appear to complicate the 
child's task of discerning order and predictability in the environment. Parental 
concordance also affects mothers' and fathers' interactions with their children 
several years later (Gjerde, 1988). 
Discrepancies in child descriptions do not just concern the child rearing 
environment but directly the behavior and person characteristics of the child. 
It should be noted that an agreement index among child-descriptions is not 
equivalent to an evaluation of those characteristics. That is, the index of 
agreement is logically independent from the level or quality of behavior or 
personality characteristics. 
Not only parents but other key referents, such as teachers and friends, 
have ideas about the child's behavior and personality characteristics. Children 
themselves also form ideas about their behavior and personal characteristics. 
In self-descriptions, children integrate their behavior in different 
environments as well as their adaptation to the expectations of different 
referent persons. Furthermore, several child descriptions can be given within 
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the same environment over a period of time by the same referent person, e.g., 
parents or different teachers in subsequent years. Thus, agreement or stability 
of self- and child- descriptions over a period of time may be assessed. In the 
total pattern of pairwise agreements among descriptions by different pairs of 
referent persons and the child him- or herself, three groups of agreement-
indices can be distinguished (Van Lieshout, 1987). The first agreement-
index, consensus, refers to the agreement in child-descriptions between pairs 
of referent persons in different environments. The second index, mutuality. 
refers to the agreement between a child's self-description and a description 
given by a referent person. The third agreement-index, stability, refers to the 
agreement between descriptions given by referent persons within a specific 
environment at different moments. 
In a longitudinal study CCQ-descriptions of children age 7 to 12 were 
given by teachers (at age 7, 10 and 12), mothers (age 10 and 12), peers, and 
the child him- or herself (at age 12). Since various referent persons as well as 
repeated judgments were obtained, we have multiple indicators of consensus, 
mutuality, and stability. In a discussion on person- versus variable-centered 
approaches in personality assessment, Ozer and Gjerde (1989) describe a Q-
correlation between measurement occasions (such as different time points, or 
different judges) over a set of attributes within a single individual. This Q-
correlation (Block, 1978) represents the consistency of ordering of a set of 
attributes assessed within each individual. The forced distribution of the 
CCQ-statements contributes to comparability of descriptions given by 
different persons or at different moments. This forced distribution of the Q-
sort statements results in a fixed scatter of statements over the available 
response categories. Therefore, the Q-correlation of two rank orderings of the 
100 CCQ-items over 9 response categories describes consistency with which 
the individual's personality is patterned. In addition, the agreement index is 
determined most strongly by the most salient behavior and personality 
features of the child and least by more peripheral Q-items. In providing a 
CCQ-description therefore, a referent is asked to assign the most 
characteristic as well as the least characteristic Q-statements to the extreme 
response categories and statements referring to less salient or peripheral 
features to the middle categories. It should be noted that least characteristic 
items also refer to most salient features in a person description. Because 
extreme placement of an item permits a greater discrepancy with the placement 
of that item by another referent, items with extreme scores contribute most to 
the Pearson correlation of two Q-sort descriptions. Agreement scores 
therefore indicate concordance of referents about the most salient or central 
features of the child's behavior and personality. In accordance with Ozer and 
Gjerde (1989) we consider all multiple indicators of consensus, mutuality, 
and stability as indicators of the consistency of self- and child-descriptions. 
Note that, in addition to Ozer and Gjerde, consistency in this study not only 
refers to consistency of descriptions of an individual over time, but also over 
different social environments. 
The three groups of consistency indicators (consensus, mutuality, and 
stability) have certain common features. High levels of agreement indicate 
concordance in ideas and expectations among different referent persons, at 
79 
Chapter 5 
different moments, or concordance of the referent with the child him- or 
herself. Because ideas and expectations are bases for behavior, higher levels 
of agreement suggest more consistency in the child across different 
environments and over time. In our view, when descriptions of the child by 
self and others reveal consensus, mutuality, and stability it will be easier for 
that child to adapt to expectations and requirements in different environments 
and over time. With high consensus, approaches to a child by referent 
persons in different environments will be concordant, making it easier for the 
child to adapt to each environment. High mutuality enhances the possibility of 
mutual understanding and indicates correspondence between expectations of a 
referent person and attitudes of the child. Low mutuality indicates 
disagreement between child and referent person and may lead to friction 
between the child and specific referent persons. Low stability indicates 
changes in ideas by a referent person or the child him- or herself about the 
child's behavior and person characteristics. 
Discrepant views and concomitant differences in the approaches of 
referent persons concerning central behavior and person characteristics may 
not only complicate the child's cognitive task of discerning order and 
predictability in the ideas of several referents about his/her behavior and 
personality but may also result in insecure behavior control and emotional 
imbalance (cf. Rokeach, 1968; Van Lieshout et al., 1986). We assume that 
low consensus, low mutuality, and low stability, especially when they 
concern salient or central aspects of a child's behavior and personality, may 
lead to doubt about one's own perceptual and cognitive capacities, to 
increased anxiety and insecurity about one's effectiveness and competence, 
and, eventually, to a disruption of self-identity beliefs. We expect that low 
consensus, low mutuality, and low stability (i.e., low consistency in self- and 
child-descriptions) hamper the adaptation of a child, and therefore are related 
to low competence. 
A longitudinal model was tested in this study in which the consistency 
of self- and child-descriptions was expected to be causally related to two 
aspects of competence, i.e., school achievement and peer competence. 
Competence in the school environment reflects itself in the intellectual 
achievement of a child. Peer competence represents competence in another 
social environment: the peer group. Two indices of peer competence will be 
considered, i.e., acceptance and rejection by classmates. However, we are 
also aware that low levels of children's competence may lower the agreements 
among child- and self-descriptions. Insecurity and imbalance might lead to 
inconsistent behavior of low competent children in different situations. High 
competent children, on the other hand, may be much clearer and explicit in 
their behavior, and may generalize feelings of competence more easily to 
other environments, thus showing more consistent behavior. Therefore, in 
addition to the afore mentioned causal effects we explored causal effects of 
children's competence on the consistency of self- and child-descriptions. 
In the relation between the consistency of self- and child-descriptions, 
on the one hand, and children's competence, on the other, the intelligence of 
the child may play an important role. Intelligent children may be able to give a 
more explicit and coherent self-description than less intelligent ones. They 
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also might be able to organize their behavior in several social environments in 
a way that distinctive perceptions and expectations in referent persons are 
formed (Vaughn et al., 1988). Intelligence is also an important alternative 
explanation for differences in school achievement. Therefore, intelligence was 
included in the model as a major causal variable. 
5.2. Method 
5.2.1. Subjects 
Subjects participated in a longitudinal project (Riksen-Walraven, 1978) 
that started in 1975 with 100 first born children and their mothers when the 
infants were 9 months old. In this study data are reported from the 
assessment at 7 years (N=98; 51 girls, 47 boys), 10 years (N=93; 49 girls, 
44 boys), and 12 years (N=89; 47 girls, 42 boys).2 
5.2.2. Self- and child-descriptions 
A Dutch version of the California Child Q-set (CCQ; Block & Block, 
1980; Van Lieshout et al., 1986) was used for the assessment of aspects of 
the consistency of self- and child-descriptions. The CCQ is a Q-sort 
procedure containing 100 statements about a child's behavior and person 
characteristics, such as: has a high intellectual capacity, prefers non-verbal 
communication, is persistent, does not give up, tends to go to pieces under 
stress, etc. Judges can be asked to sort these statements in 9 categories 
ranging from (1) "least characteristic for that child" to (9) "most characteristic 
for that child". Statements have to be sorted in a forced distribution of 12 
statements in the middle category ((5) "neither characteristic nor 
uncharacteristic for that child") and 11 statements in the other 8 categories. 
Q-sort descriptions were given at age 7 by teachers, at age 10 and 12 by 
teachers and a parent (in all except 4 cases the mother) and, in addition, at age 
12 by the child him/herself and by two best friends (CCQ descriptions of two 
friends at 12 years were aggregated). The degree of mutuality, consensus, 
and stability was determined by paired correlations of Q-sort descriptions. 
These Q-correlations were computed within each subject over the 100 
statements. Positive correlations indicate higher degrees of mutuality, 
consensus, or stability. 
At age 10 stability of the teacher-descriptions from age 7 to 10 as well 
as consensus between parent and teacher descriptions were used as indicators 
for the consistency of self- and child-description. At age 12 indicators were 
stability of the teacher descriptions from age 10 to 12; consensus between 
parent and teacher, parent and peer, and teacher and peer, and mutuality 
between self and teacher, self and parent, and self and peer. 
^For the different instruments used in this study the number of subjects 
ranged between 78 and 93. Pairwise deletion of missing values was used to 
construct the input-matrix for the LISREL-analysis. For the calculation of 
statistics in the LISREL-analysis an average sample size of 85 was used. 
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5.2.3. School achievement 
At 10 years children's school achievement was assessed using an 
aggregate score of tests for spelling, arithmetic, and reading comprehension 
(see Mey, Van Roozendaal, Ten Brink, & Siebenheller, 1985). At 12 years a 
nationally (Dutch) standardized school achievement test (school achievement 
part of the ISI, Van Boxtel, Snijders, & Welten, 1982) was used. This test 
has subtests for arithmetic, spelling, and reading (style and comprehension). 
The tests were administered in small groups, or individually, during the 
experimenter's visit to the children's schools. 
5.2.4. Peer competence 
To measure peer competence at ages 10 and 12, sociometrie screening 
was conducted in the 76 different classroom groups the subjects attended. All 
children in these groups were asked to nominate three children whom they 
liked most and three children whom they liked least. The nominations were 
made before the class knew which of the children was the target child in the 
longitudinal project. The number of like-most nominations and the number of 
like-least nominations each subject received were both used as indicators of 
peer competence. 
5.2.5. Intelligence 
At 10 years intelligence was measured using an aggregate score from 
tests for block design, analogies, combinations, and vocabulary (see Mey et 
al., 1985). At 12 years a nationally standardized intelligence test (intelligence 
part of the ISI, Van Boxtel et al., 1982) was used, consisting of subtests for 
vocabulary, analogies, and rotation of figures. Again the tests were 
administered individually or in small groups. 
5.2.6. Analyses 
A latent-variable structural equation model with the assumed relation-
ships between consistency of the self- and child-descriptions and adaptation 
in school and peer competence was tested using structural equation modeling 
(the LISREL-procedure; Jöreskog & Sörbom, 1984). One of the main 
advantages of the LIS REL-technique is that multiple observed variables can 
be used as indicators to measure a latent variable. In our model, the 
aforementioned observed variables were used to construct the latent variables 
intelligence, school achievement, peer competence, and consistency of self-
and child-descriptions. A specification of the indicators and latent variables is 
presented in the measurement model in Table 5.1. Because the variable 
intelligence is not explained by other variables in the model, it is included as 
an exogenous variable, the other latent variables are included as endogenous 
variables. 
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Table 5.1. 
Indicators, Latent LISREL-Variables in Figure 5.1., and Loadings of the 
Indicators 
Indicator 1 Latent LISREL-variable Loading 
1.School-achievement test 10 
2.Consensus parent-teacher 10 
3.Stability teacher Q-sort 7-10 
4.Like-most nomination 10 
5.Like-least nomination 10 
ö.School-achievement test 12 
T.Consensus peer-teacher 12 
S.Consensus parent-peer 12 
9.Consensus parent-teacher 12 
lO.Stability parent Q-sort 10-12 
1 l.Stability teacher Q-sort 10-12 
12.Mutuality self-peer 12 
13.Mutuality self-teacher 12 
M.Mutuality self-parent 12 
15.Like-most nomination 12 
16.Like-least nomination 12 
17.IQ-test 10 
18.IQ-test 12 
School-achievement age 10 
Consistency of descriptions age 10 
Consistency of descriptions age 10 
Peer competence age 10 
Peer competence age 10 
School-achievement age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Consistency of descriptions age 12 
Peer competence age 12 





















1 Numbers indicate age of assessment wave 
The initial structural equation model to be tested is presented in Figure 
5.1. Intelligence was expected to have a considerable effect on the school 
achievement of the child (GAMMA 1-1), and also, as explained before, on 
the consistency of self- and child-descriptions (GAMMA 2-1). Auto-
regressive effects (see Jöreskog, 1979) of the three main latent variables (i.e., 
school achievement, consistency of self- and child-descriptions, and peer 
competence) were expected in the model as indicators of the stability of these 
variables (BETA 4-1, BETA 5-2, and BETA 6-3, respectively). 
The main hypotheses of this study are represented in the model by 
expecting effects of the consistency of self- and child-descriptions on school 
achievement and peer competence. 3 Because a time lag may exist between 
3AS Victor, Halverson & Wampler (1988) noted, children who show 
pervasive low competent behavior may elicit similar characterizations of 
several referent persons. Analysis of our data on the possibility of high (i.e., 
one SD. above the mean) agreement on low (i.e., one SD. below the mean) 
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cause and effect (Gollob & Reichardt, 1987) these hypotheses were 
represented both by expecting immediate effects (BETA 1-2 and BETA 3-2) 
as well as by expecting delayed effects (BETA 4-2 and BETA 6-2). In 
addition, the LISREL-procedure provides information about the re-
specification and re-estimation of the initially specified model. By using the 
information of modification indices (indicating which new parameter could 
lead to an improvement of the fit of the model) and T-values (testing the 
significance of individual parameters), the LISREL-analyses will also be used 
in an inductive way for further theory development. 
Figure 5.1. Initial LISREL-model to be tested. 
competence showed that, in the most extreme case, one subject was found in 
which three observer pairs (out of the ten possible pairwise combinations of 
observer-descriptions for one subject) showed high agreement in their 
description of that low competent child. 
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5.3. Results 
An overview of the assessed aspects of the consistency of the self- and 
child-descriptions is presented in Table 5.2. 
Table 5.2. 
Mean correlations among self- and child-descriptions by primary referents 
Mother (age 10) 
Mother (age 12) 
Teacher (age 7) 
Teacher (age 10) 
Teacher (age 12) 
Peers (age 12) 


































Note. Box A: Stability; Box B: Consensus; Box C: Mutuality 
Between parentheses: standard deviation 
Individual children differed dramatically in the pairwise agreement of 
descriptions of their behavior over time and over situational contexts. Some 
children reached very high stability, consensus, and mutuality; others got 
very low scores. The ranges of correlations between descriptions revealed 
large individual differences in stability, consensus, and mutuality between 
individual children (range of i's was -.34 to +.87, computed over £[=100 
statements). Stability of descriptions over time within the same environmental 
context (Box A) was highest when the description was given by the same 
person, in this case the parent. Stability of descriptions by different teachers 
over two years was somewhat lower. Consensus (Box B) was similar among 
different pairs of primary referents. Mutuality (Box C) of self and friends was 
highest. 
The results of the LISREL-analyses of the initial model and subsequent 




Results of the Five LISREL-Analyses: Chi-Square, Degrees of Freedom, 
Significance of Chi-Square, and Goodness of Fit 
Description of the model Chi-square df ρ g.o.f. 
1. Initial model (see Figure 5.1.) 266.05 128 .000 .744 
2. After introduction of effect from 
intelligence on school achievement age 12 239.59 127 .000 .763 
3. After introduction of effect from 
school achievement age 10 on consistency 
ofdescriptionsagel2 236.95 126 .000 .765 
4. After elimination of effects from 
consistency of descriptions age 10 on school 
achievement age 10 and from consistency of 
descriptions age 10 on peer competence age 12 236.98 128 .000 .765 
5. After introduction of correlated measurement 
errors between observed variables 10-2; 11-2; 
11-3; 12-8; 14-8; 10-9; 15-4; 16-5; 11-7; 
11-9; 12-7; 13-12; 14-12; 14-13 128.79 114 .163 .868 
Note. Numbers of variables correspond with numbers in Table 5.1. 
Analysis of the initial model showed a moderate fit. The modification 
indices given by the LISREL-analysis indicated that this fit could be improved 
if an effect was assumed of 'intelligence' directly on 'school achievement age 
12'. Introduction of this effect in model 2 showed a substantial improvement 
in the fit of the model. Again the modification indices showed a possible 
improvement if a loading was assumed of 'school achievement age 10' on 
'consistency of descriptions age 12'. Analysis of this third model showed, 
indeed, a small improvement in the fit. 
LISREL-analysis not only tests the fit of a model, it also checks the 
significance of an assumed relation. In testing the third model the effect of 
'consistency of descriptions age 10' on 'school achievement age 10' and on 
'peer competence age 12' were found to be not significant and therefore were 
deleted in model 4. Modification indices in the LISREL-analysis of the fourth 
model indicated that the fit could be improved considerably by introducing a 
number of correlations between measurement errors of different indicators. 
Correlated measurement errors can be assumed if the same instrument is used 
for assessing different latent variables (Sörbom, 1975). Therefore, correlated 
measurement errors were assumed between the number of like-most 
nominations at age 10 and 12 (same instrument used at both ages), between 
the number of like-least nominations at age 10 and 12 (idem), and between all 
indicators in which the same CCQ-description (i.e., the same judge at the 
same time) was used. The resulting model 5 showed a satisfactory fit; the chi-
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square indicates that this model fits the data. The resulting model is also 
presented in Figure 5.2., with standardized beta-coefficients given in the 
figure. 
Figure 5.2. LISREL-model for the relation between consistency of self- and 
child-descriptions and peer competence and school achievement. 
The model shows strong stability in the consistency of self- and child-
descriptions (.858) as well as in peer competence (.800). Stability in school 
achievement is lower (.291) because of the role of intelligence in explaining 
variance in school achievement at both ages (.656 and .579 at age 10 and 12, 
respectively). 
An effect of intelligence on the consistency of self- and child-
descriptions at age 10 was also found (.375). Among more intelligent 
children there was a higher stability of the teacher-descriptions and a higher 
consensus between teacher and parent. The hypothesized effect of the 
consistency of self- and child-descriptions on the competence of a child was 
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partially found. The relation between consistency of self- and child-
descriptions and peer competence was clear: a strong, immediate effect (.701) 
of this consistency on the peer competence of the child. The effect on school 
achievement (.140), however, was delayed, small, and reciprocal, i.e., 
school achievement also had a small effect (.168) on later consistency of self-
and child-descriptions. 
5.4. Discussion 
The relation between the consistency of self- and child-descriptions, on 
the one hand, and children's competence in school and in relation with peers, 
on the other, can be described in a structural equation model with an 
acceptable fit. The resulting LISREL-model shows strong stability among the 
three latent variables. The high stability of the consistency of self- and child-
descriptions shows that agreements between judges in different situational 
contexts and over time remain much the same at different ages. Similar 
stability of agreement between parents on child rearing values was found over 
several years (Block et al., 1981; Vaughn et al., 1988). 
The high stability of the consistency of self- and child-descriptions is 
remarkable in view of the fact that it was measured somewhat inconsistently. 
When the children were 10 years old, there were only two indicators, based 
on child-descriptions given by the mother at age 10 and by teachers at age 7 
and 10. When the children were 12 years old, eight indicators were used, also 
involving self-descriptions and child-descriptions given by peers. Apparently, 
the pattern of agreement-indices between descriptions of various referent 
persons and the child him- or herself shows high stability over time, even if 
only a few indicators are used, and even if the descriptions are given only by 
caregivers and do not involve the target child or best friends. 
The assumption that the agreement-indices among the descriptions of a 
child's behavior and person characteristics represent general consistency 
between self- and child-descriptions as a single latent variable seems to be 
valid. All indicators of consensus, mutuality, and stability show significant 
loadings on this latent variable. However, there are differences in the loadings 
of the agreement-indices. Mutuality between self and peers loaded low on the 
latent variable. This is the only indicator which is entirely based on 
descriptions given by children. Compared to adults, children may base their 
descriptions on somewhat different aspects of the behavior of the person 
judged. In addition, the indicators of consensus and mutuality with the 
descriptions given by the teacher when the child was 12 years old, have 
higher loadings. The child-description given by the teacher at that age, in 
relation with the descriptions given by the mother, peers, or the child him- or 
herself, seems to have a central position in the consistency of self- and child-
descriptions. This central position is reflected in higher loadings of indicators 
in which the teacher's description is used. 
The stability indicators have lower loadings than most other indicators 
of agreement. This could be caused by the fact that the indicators of 
consensus and mutuality, which determine the major part of the latent 
variable, all derive from child descriptions given at the same time whereas 
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stability is based on a comparison of descriptions obtained across an interval 
of two or three years. This lower loading of stability has implications for the 
latent variable 'consistency of descriptions at age 10', and for the regression 
coefficients concerning that variable. As Biddle and Marlin (1987) noted, a 
latent variable estimated by multiple indicators can generate larger regression 
coefficients than those that would have appeared had only a single indicator 
been used. However, this larger regression coefficient can also be accounted 
for by measurement error, in part, if there are only a few indicators which do 
not contribute a great deal to the latent variable. Inspection of our 
measurement model indicates that this is the case in the latent variable 
'consistency of descriptions age 10'. The exact magnitude of the regression 
coefficients concerning this latent variable must therefore be interpreted with 
caution. Although consistency in ideas of various persons about a child seems 
to be a relatively stable property of the child's social network, this presence 
of low loadings on the latent variables and the differences in loadings of the 
various indicators warrant further study of the exact contribution of 
consensus, stability, and mutuality to the consistency of self- and child-
descriptions. 
Intelligence was found to have an effect on the consistency of self- and 
child-descriptions. Partly, this can be explained because intelligent children 
may be better able than less intelligent children to give self-descriptions which 
accord with the image of the child that exists in different environments. 
However, the effect of intelligence on the consistency of self- and child-
descriptions was not specific at age 12 (where self-description is part of the 
indicators used), but was also apparent at age 10. Thus, intelligence not only 
affects mutuality but also the stability and consensus of child-descriptions. 
Perhaps, then, intelligent children simply offer a clearer image of their 
behavior and person characteristics over environments and over time. 
The consistency of self- and child-descriptions was found to affect peer 
competence strongly, as assessed with acceptance and rejection by classmates 
at age 10. The higher the agreement and stability of self- and child-
descriptions, the more competent were the children in their relations with 
peers. The effect that was found at age 10 was not intensified through age 12. 
Moreover, peer competence as assessed at age 10 was very stable. This 
stability of peer competence, as assessed by acceptance and rejection by 
classmates, accords with stability found in other studies (e.g., Coie & Dodge, 
1983). An eventual change in the consistency of self- and child-descriptions 
had no additional effect on peer competence two years later. The effect found 
at age 10 thus represents a kind of equilibrium, in which variance in peer 
competence of children can be explained by variance in the consistency of 
self- and child-descriptions. Further studies should concern the time that this 
relation is established, and whether additional effects can be found at earlier 
ages. 
The somewhat lower stability of school achievement may derive from 
the additional contribution of intelligence to school achievement at age 12. 
This contribution could result from stronger social pressure for school 
achievement when the children were 12 years old than occurred earlier. At age 
12, children attended the last grade of elementary school, and the choice of 
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and preparation for secondary education is especially salient in the activities 
and thoughts of the children, their peers, and their parents and teachers. In 
addition, the expected effects of consistency of self- and child-descriptions on 
school achievement were less clear. The effect was found to be very small 
and delayed, meaning that the consistency of self- and child-descriptions had 
only a delayed effect on the school achievement of the child. This delay could 
also be explained by the increased importance of school achievement at age 
12. This would mean that the effect of the consistency of self- and child-
descriptions is typical for that age, rather than just delayed. The salience of 
school achievement at that point in the development of a child may cause 
similar expectations in different environments to be more important for 
competence in school at that moment, than at moments in which school 
achievement is less emphasized. 
An effect of school achievement on the consistency of self- and child-
descriptions was also found. This could be explained by the fact that high 
school achievement means that this is not a problem area for that child, so that 
there will be less discord in these descriptions. Also, it may be that school 
achievement is a more objective, quantifiable form of competence, so that 
high school achievement leads to a clearer image of the child in different 
environments. 
Overall, then, the causal relation between consistency of ideas about the 
child and the child's competence is not equally present in different com-
petence domains. More specifically, the development of social competence 
seems to be more influenced by consistency than the development of school 
achievement. The results suggest that developmental models in which some 
form of social support is expected to be of beneficial influence to the 
development of competence should incorporate not only the content of social 
support as provided by specific sources, but also the consistency of ideas 
among the various sources of support to which the child is exposed. 
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Conclusion and discussion 
6.1. Introduction 
The three empirical chapters in this dissertation comprise different 
research questions in our theoretical model. In this section, the theoretical 
background and the three research questions and concomitant hypotheses and 
expectations will be briefly summarized. 
Our theoretical model describes the development of competence in a 
transactional relationship with persons who provide social support in the 
environment of a child. As an intermediate factor, a self-theory, consisting of 
expectancies regarding personal effectiveness, and the availability of support, 
is formulated as mediating between competence and social support. In this 
model, the notion of developmental tasks, defined as life adjustment-
problems or tasks to be achieved by the growing person in relation to his or 
her environment, takes a central positie« in the development of a child. 
Competence is conceived on two levels. On a general level, competence 
refers to ego-resiliency, a general capability to actively and effectively adapt 
to the developmental tasks a person is confronted with. On a domain-specific 
level, competencies refer to the specific abilities related to handling a specific 
developmental task. The cognitive-motivational basis for competence has its 
roots in a self-theory, consisting of expectancies regarding one's personal 
effectiveness, and regarding the availability of social support. A transactional 
relationship between competence and these expectancies is assumed, in which 
the expectancies form the motivational basis for competent behavior. The 
resulting quality of adaptation to developmental tasks (i.e., the experience of 
competence) in its turn will influence both expectancies in the self-theory of a 
child. Social support may have a direct effect on the competence of a child in 
that it may consist of concrete help in solving certain tasks. It may also have 
an indirect effect in that it contributes to that part of the self-theory regarding 
the availability of persons in the environment of the child 
The first research question (elaborated in Chapter 3) concerned the 
relationship between general competence and specific competencies. It was 
expected that general competence (conceived as ego-resiliency) will be a 
relatively stable characteristic of a child, and will form the basis from which 
domain-specific competencies can develop. Despite the assumed stability of 
ego-resiliency, it was also expected that the domain-specific competencies 
will have a feedback effect on ego-resiliency. In this way a domain-specific 
manifestation of general competence may contribute to the further develop-
ment of general competence. 
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The second research question (elaborated in Chapter 4) concerned the 
relationship between the development of competence in a child and the 
parental support the child receives. Parental support was expected to be a 
function of the sensitivity of the parent, i.e., the ability to adjust his or her 
support to signals and needs of the child. It was expected that in infancy there 
will be a strong effect of parental support (at that age conceived as respon-
siveness of the parent) on the child's competence. Competence will then 
develop as a rather stable characteristic of the child (as was also hypothesized 
in Chapter 3). Subsequendy, the relationship between parental support and 
the child's competence at a later age was explored in this part of the study. It 
was expected that, at the age of 10 or 12 years, the direction of the effect 
might have changed, i.e., the child's competence might determine the support 
provided by the parent. 
The third research question (elaborated in Chapter 5) concerned an 
extension of the notion of social support provided by one person (e.g., the 
parent, or the teacher) towards support provided by several persons in a 
child's environment. Consistency in the ideas of important persons in the 
environment of a child about the child's central behavior and personal 
characteristics will lead to clarity and predictability in the demands made by 
the environment to that child. This, in tum, will lead to well-defined ideas in 
the child about personal effectiveness and competence, and about the 
possibility of receiving social support, and thus will contribute to the 
development of competence. For the third research question, consistency in 
ideas about the child's central behavior and person characteristics was 
operationalized as agreement between descriptions of a child, given by 
various referent persons. Agreement between descriptions of a child was 
determined by comparing descriptions given by the same person over time, 
given by different persons at the same time, and given by different persons 
and the child him- or herself. These sets of agreements were regarded as in-
dicators of a variable called 'the consistency of self- and child-descriptions'. 
The effect of this variable on competence at a domain-specific level was then 
investigated. 
In this chapter we will try to integrate the results of the empirical 
studies. Because each empirical study concluded with a discussion of that 
specific study, we will focus on a more comprehensive discussion of the 
results in this chapter. In order to do this, we will describe the results of this 
dissertation in terms of the theoretical concepts in our model. In § 6.2. we 
will discuss our findings with regard to the competent behavior of a child, 
both on a domain-specific level (§6.2.1.) and on a general level (in §6.2.2.). 
In §6.3. we will discuss our findings with regard to the social support a child 
receives from persons in the environment. Intelligence can be seen as an 
important factor in the development of competence, but also in eliciting social 
support. We will discuss our findings regarding intelligence in §6.4. After 
this, in §6.5. we will elaborate on some methodological concerns related to 
our results. 
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6.2. Competent behavior 
The issue of competent behavior, being the core concept of interest in 
our longitudinal study, is addressed in all three empirical studies. 
Theoretically, a distinction can be made between general competence, i.e., 
ego-resiliency, defined as the flexibility in adapting to problems related to 
developmental tasks, and domain-specific competencies, defined as the 
manifestations of this general competence in a specific domain, related to a 
specific developmental task. In this dissertation school achievement and peer 
competence were chosen as domain-specific competencies. 
6.2.1. Domain-specific competencies: school achievement and 
peer competence 
Domain-specific competencies were conceived as the manifestation of 
general competence on specific developmental tasks. In domain-specific 
characteristics and demands, general competence will reflect itself in concrete 
competencies. For example, in coping with the specific demands related to 
scholastic tasks, such as facing failure, or working under pressure, we can 
see a manifestation of ego-resiliency in the school achievement of a child. 
Also, in coping with demands such as showing social skills, being 
considerate, or being emotionally expressive, we can see a manifestation of 
ego-resiliency in the peer competence of a child. 
A clear and stable pattern of relations between intelligence, ego-
resiliency, and school achievement of the child was found. As Baumrind 
(1989) notices, this continuity of the relationships between variables is related 
to the equivalence of the nomological network of the variables at each time 
period. At our earliest measurement point - in the beginning of elementary 
school - the relation between school achievement, intelligence, and ego-
resiliency has already been established. School achievement seems to be 
caused mainly by internal, child-related factors such as intelligence and ego-
resiliency. Both factors have an effect on school achievement on the first 
measurement point Theoretically, we can interpret this pattern of correlations 
as intelligence causing ego-resUiency and school achievement to a certain 
extent, with ego-resiliency explaining additional variance in school achieve-
ment. In addition, the influence of environmental support - in the form of 
stability and consistency of child-descriptions - on school achievement was 
only marginal in this study. Consistency of ideas about a child was to only a 
small extent related to school achievement From the first measurement point 
on, school achievement then remains fairly stable, with intelligence exerting 
additional influence on each measurement point, and ego-resiliency exerting a 
small additional influence at the end of elementary school. Although at a cor-
relational level school achievement remains fairly stable, the regression-
coefficient for stability of school achievement is not very high. This phe-
nomenon is caused by the continuous effect of intelligence on school 
achievement on each measurement point. The additional effect of ego-
resiliency on school achievement at age 12 can be related to the salience of 
school achievement at that particular moment We will return to the issue of 
the onset and salience of developmental tasks in §6.5.3. 
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Strong relationships were found between peer competence and ego-
resiliency (in our theoretical model hypothesized as ego-resiliency having a 
causal effect on peer competence) and between peer competence and 
environmental support in the form of stability and consistency of child-
descriptions (also hypothesized as stability and consistency having a causal 
effect). Apparently, peer competence is developed under the influence of the 
ego-resiliency of the child. Similarity in approaches of the child, in different 
environments, over time, and in accordance with the child's view of 
him/herself, also had an influence on peer competence. 
In addition, peer competence was found to be fairly stable. None of the 
variables included in our designs were found to have an effect on peer 
competence additional to the effects that were found at the first measurement 
point in our longitudinal study in which peer competence was included. 
Apparendy, the influences of ego-resiliency and environmental support on 
peer competence are important at the time they were first measured (i.e., at 
the beginning of elementary school), but do not contribute to peer competence 
afterwards. 
Because most of the research on peer competence is reported in terms 
of sociometrie statusgroups, and not in terms of the continuous scores on 
acceptance and rejection used here, a comparison of the results can not easily 
be made. In addition, results in the literature on the stability of social status 
are somewhat ambiguous. Although moderate stability is generally reported 
(Coie & Dodge, 1988; Newcomb & Bukowski, 1984; Van Uzendoom & 
Gillessen, in press), stability may be higher in certain subgroups (e.g., of 
rejected children, cf. Coie, 1990). As far as the comparison goes, however, it 
looks as if the stability found in our results is not entirely in accordance with 
the literature. On the other hand, studies on ¡jeer interactions also indicate that 
peer competence is rooted in infancy (Van Lieshout, Van Aken & Van Seyen, 
1990), and may be formed under the influence of parent-child interaction (for 
a review of these data and the underlying mechanisms see Putallaz & Heflin, 
1990). 
In summary, research on peer competence is not entirely clear about the 
factors that influence the peer competence of a child, and the degree to which 
this peer competence is stable. Our results suggest that both the general 
competence of a child as well as the consistency of approaches to the child are 
of importance. 
Looking at these results with the hypotheses of our theoretical model in 
mind, we see that the idea is confirmed that through interaction with the 
specific demands and opportunities that constitute a developmental task, ego-
resiliency is found to be reflected in the adaptation to that domain-specific 
developmental task. Thus, the important role of ego-resiliency in the 
development of a child becomes clear: it forms the basis out of which 
domain-specific competencies can develop. Ego-resiliency can be seen as an 
underlying, general form of competence that is translated in domain-specific 
competencies such as school achievement and peer competence. In the 
following section, the results of our studies with regard to this general 
competence, or ego-resiliency, will be discussed. 
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6.2.2. General competence: ego-resiliency 
Theoretically, a high level of stability of competence is expected. 
Competent behavior is expected to lead to the strengthening of the two central 
expectancies. Experiences of competence in a certain domain or in a certain 
developmental task will lead to a stronger expectancy of personal efficacy in 
future tasks. Experiences of adequate social support in gaining competence 
will lead to a stronger expectancy of the availability of persons in the 
environment in providing support Since these two expectancies form the 
cognitive-motivational component of competent behavior, stabilization of 
these two expectancies implies stabilization of competence. 
In general, the results in our studies confirm the idea of a stabilizing 
general, underlying competence. However, two points in our results regar-
ding the stability of competence deserve further attention. The first point is 
that, in elementary school, this stability is found to be related strongly to 
feedback effects of domain-specific competencies. The second point refers to 
the fact that sex differences were found in the stability of competence from 
early childhood to the beginning of elementary school. 
Regarding the first point. Chapter 3 shows that the stability of com-
petence is the result of a transactional relationship between general com-
petence and the two domain-specific competencies. A strong transactional 
relationship was found between ego-resiliency on the one hand, and school 
achievement and peer competence on die other. Ego-resiliency was found to 
have an effect on both peer competence and school achievement On the other 
side, both domain-specific competencies were also found to have an effect on 
later ego-resiliency. For one direction of this transactional relationship, our 
theoretical model describes how ego-resiliency can be seen as the basis from 
which domain-specific competencies develop. As described above, ego-
resilient children will have a positive motivational attitude in entering into the 
challenges of a new developmental task. They will be more self-confident, 
and will be more inclined to use the resources of social support in their 
environment. In addition, the adaptation to developmental tasks at an earlier 
age will have provided them with certain skills that enable them to adjust to 
the present tasks more easily. 
The domain-specific competencies of school achievement and peer 
competence were also found to contribute to the development of general 
competence. For this direction in the transactional relationship it can be 
hypothesized that success in gaining competence in the domain of school 
achievement or in the domain of peer interactions will contribute to the 
expectancies of efficacy and/or of availability of social support, and will also 
result in certain skills which can be useful for subsequent developmental 
tasks. In particular, successful relations with peers were found to contribute 
strongly to general competence. Because general competence then forms the 
basis for adaptation to subsequent developmental tasks, the importance of 
peer competence for the adaptation of a person to subsequent developmental 
tasks is demonstrated here. 
An important finding in our study is the fact that the feedback effects 
from domain-specific competencies on general competence are considerable, 
especially the effect of peer competence. In fact, these effects were so sub-
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stantia! that the direct effect of ego-resiliency at age 10 on ego-resiliency at 
age 12 (i.e., the effect that remains after the effects of the domain-specific 
competencies are partialled out) was no longer significant. Of course, this 
does not mean that competence is not stable between these two measurement 
points. The stability at a correlational level was considerable, meaning that the 
rank ordering of subjects on general competence at age 10 was consistent 
with the rank ordering at age 12. The fact that the direct effect of ego-
resiliency at subsequent ages was not significant does mean, however, that 
stability in competence exists to a large extent through the development of 
domain-specific competencies. 
This large effect of domain-specific competencies stresses the im-
portance of success or failure in concrete developmental tasks on the 
development of general competence of the child. Although these feedback 
effects were predicted in our theoretical model, they are stronger than we 
expected. Even at the age of 10 to 12 years, where a reasonable stability of 
competence was expected, this stability seems to be clearly related to the 
manifestation of general competence through domain-specific competencies 
and seems to be dependent on the results of the interaction between general 
competence and environmental, task-related demands. 
If we interpret these results from the point of view of our theoretical 
model, we can conclude that the importance of the adaptation to a develop-
mental task for the subsequent development of a child has been demonstrated 
Apparently, an adequate adaptation to a developmental task (in our studies 
school achievement or peer competence, but theoretically also tasks such as 
adapting to a serious disease), contribute to the continuity of a child's 
development. By affecting the general competence of a child, the adaptation 
to a developmental task has its effects on the adaptation to subsequent tasks. 
This can be seen as one of the mechanisms that, according to Sroufe (1979) 
constitute the core of (dis-)continuities in the personality development of a 
person. In addition, an important finding is that the feedback effects of 
domain-specific competencies can differ in their magnitude. Apparently, 
some developmental tasks are more central for the continuity in personality 
development than others. In our results, it can be suggested that the peer 
competence of a child is more important in enhancing or threatening the 
development of a child than is school achievement (but see §6.5.2. for a 
discussion of a possible bias towards social competence in our model). 
The second point in our discussion of stability of competence refers to 
the fact that although stability of competence during elementary school is 
clearly demonstrated in our results, stability from early infancy to the 
beginning of elementary school could not be demonstrated for our entire 
sample. More specifically, sex differences were found in the stability of 
general competence from early infancy to the beginning of elementary school. 
The hypothesized stability was only found in boys, whereas in girls no 
stability was found. This means that for boys the competence at age 7 can be 
predicted by their competence at the age of 9 months. For girls competence at 
age 7 cannot be predicted by competence at the age of 9 months. Two 
possible explanations for this sex difference in stability of competence can be 
mentioned. One possible explanation is offered by Block (1983) who 
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described a sex-differentiated socialization in which boys arc more than girls 
directed toward an active role in understanding contingencies in the physical 
and logical world. Girls, on the other hand, would be more directed towards 
the interpersonal or social world, in which the effects of their personal actions 
are less consistent and less predictable. As a consequence of this sex-
differentiated socialization. Block assumes that, in infancy, boys will have 
more experiences of efficacy. In line with our theoretical model, Block 
assumes that this will lead to a stronger, and therefore more stable sense of 
efficacy in boys at this early age. The lack of early experiences of efficacy for 
girls will lead to less stable expectations in girls about their personal 
competence, and thus to a lower stability of competent behavior. 
Another possible explanation is a lack of continuity in parental support 
towards girls. As Sroufe (1979) pointed out, after the developmental issue of 
establishing an effective attachment relationship at the age of 6-12 months, 
the task of gaining autonomy is confronted in the second year of life. It can 
be hypothesized that supporting competence in this domain in girls could be 
in conflict with the traditional view of what a girl should be like. Parents of 
girls (including those who were supportive when the child was finding a 
balance between proximity of the caregiver and exploring the environment 
and who provided contingency experiences for their child) may not be equally 
supportive of their child when the child's autonomy is at stake. This may also 
be the cause for lower stability of competence in girls. In this explanation, we 
can see a reflection of the feedback process mentioned above. Apparently, the 
results of the adaptation to a developmental task (in this case for girls a 
somewhat problematic adaptation, because of less optimal social support) 
lead to instability of competence on a general level. The occurrence, direction, 
and magnitude of the feedback effects of domain-specific competencies on 
general competence, as described above, may therefore also be related to 
certain (sub)groups, in this case for example to girls. As Jacklin (1989) 
points out, recent research has both supported and rejected these ideas of sex-
differentiated socialization. We will return to this issue in §6.3., where the 
supportive behavior of parents towards boys and girls is discussed. 
6.3. Social support 
The hypothesized transactional relationship between social support and 
competence of the child was clearly demonstrated. Sensitivity of the parent, 
defined as the ability to react adequately to signals and needs of the child is 
reflected in early infancy in the responsiveness of the parent to the child, i.e., 
in reacting promptly and adequately to the child's signals. A strong effect of 
parental support on the competence of the child in early infancy was found. It 
can be assumed that the responsiveness of the parent contributes to 
experiences in the child of contingency of effects of his or her behavior and 
to a sense of trust in the environment. This part of the study was already 
reported by Riksen-Walraven (1977,1978). 
It was assumed that the manifestation of sensitivity changes with age, 
and in later childhood parental support can be conceived in terms of emotional 
dimensions, such as supportive presence and hostility, in terms of concrete 
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instructional dimensions such, as quality of instruction and structure and limit 
setting, and in terms of showing respect for the child's autonomy. 
Results show some significant relations between competence of the 
child and parental support. For boys, an effect of child competence on later 
respect for autonomy shown by the parent was found. In addition, except for 
the quality of instruction, stability in all dimensions of parental support was 
found. For girls, effects of competence on all dimensions of parental support, 
with the exception of supportive presence, were found. Stability was only 
found for respect for the child's autonomy and for structure and limit setting. 
Most striking in the results at age 10 and 12 is the change in direction 
of the effect. Parental behaviors no longer have an effect on the competence 
of a child, but the child's competence clearly determines the quality of 
support provided by the parent. Bell (1968) was one of the first to suggest 
that correlations between parental behavior and characteristics of a child might 
also be interpreted as parents adjusting their behavior to the child, or as 
children eliciting certain types of parental behavior. Although remarks like 
these are made in almost all reviews on parent-child interaction (see e.g., 
Maccoby & Martin, 1983; Putallaz & Heflin, 1990), up to now not many 
studies investigated these effects 1. In a review article. Bell and Chapman 
(1986) summarize fourteen studies which examined the effects of children on 
parents and adults. Only four of these fourteen studies concern the effects of 
children on their parents, three of which concern the effect of activity level 
(Barkley & Cunningham, 1979; Buss, 1981; Lee & Bates, 1985) and one 
concerns the effect of dependence-independence (Osofsky & O'Connell, 
1972). In this study child dependence was associated with more directive 
parent behavior, whereas independent child behavior was related to parent 
non-directiveness. The results of this study are in accordance with our 
results, which show that at later ages the direction of effect indeed changes. 
In particular independent, or competent behavior is important in effecting 
parental non-directiveness and respect for autonomy. 
The change in the direction of the relation between competence and 
social support can be related to our theoretical model. Apparently, the 
transactional relationship between the child's competence and parental 
support has to be specified by a shift of emphasis in the direction of the 
effect: from parents having an effect on the child, towards children having an 
effect on their parents. One of the elements in the definition of competence is 
the active role of an individual in eliciting social support. A competent person 
is one who makes effective use of environmental sources of social support. 
Apparently, at later age (i.e., in elementary school years) competent children 
are better able to elicit the types of supportive behaviors that are important for 
them, such as respect for autonomy. The transactional mechanism here be­
comes clear, because, on their side, sensitive parents will correctly detect and 
^То demonstrate this bias in research, we can look at a relatively new area 
like the relation between parent-child interaction and peer relations to see that, 
again, all theories and empirical studies are based upon a uni-directional idea 
of this relation (for an overview see Putallaz & Heflin, 1990). 
98 
Conclusion and discussion 
interpret the signals and needs of the child, and thus will be inclined to 
provide this respect for autonomy. 
In our theoretical model, it is assumed that the manifestations of 
sensitivity change with age, and in later childhood parental support can be 
conceived in terms of emotional dimensions, such as supportive presence and 
hostility, in terms of concrete instructional dimensions such as the quality of 
instruction and the setting of structures and limits, and in terms of showing 
respect for the child's autonomy. 
Our results show an interesting pattern of stability and mutual relations 
among these dimensions of parental support. Supportive presence of the 
parent seems to be a kind of characteristic that is not adjusted to the child's 
competence, it was the only dimension that was never related to the child's 
competence. However, in particular in boys, supportive presence did have a 
central position in the pattern of dimensions of parental support. In boys, at 
both ages supportive presence was related to all other dimensions. The 
pattern of relations among the subscales of parental support for boys is in line 
with the theoretical work of Van Lieshout and Smitsman (1985). They 
assume an affective-relational component (comparable to our notion of 
supportive presence) which can be seen as a necessary (but not sufficient) 
condition for adequate support in instruction situations. Indeed, in our results 
for boys, supportive presence is found to have that central position. The 
directions in the model suggest an effect of supportive presence on all other 
four dimensions of parental support. For girls, the position of supportive 
presence as a necessary condition for adequate support is less clear. In girls, 
supportive presence was found to have a less central position in relation to the 
other dimensions. In addition, this less central position was not the same at 
both ages. 
In addition to these sex differences in the pattern of parental support, 
differences were found in the amount and content of the child effects on 
parental support. Jacklin (1989) states that the issue of gender differences in 
developmental research might not be reflected in the observation of parental 
behavior but in the way boys and girls differ in processing information 
related to parental behavior (the 'gender schema theory', Bern, 1981). 
However, in our results parental support for children in elementary school 
actually seems to follow a different pattern for boys and girls. 
In boys, the behavior of the parents is not affected much by the child's 
competence. Only one effect of the competence of boys on parental support 
was found. However, this exception concerns the important fact that more 
respect for autonomy was observed in parents of more competent boys. 
Apparently, for parents of boys competent and independent behavior is 
valued highly, and parental support is influenced by this characteristic of the 
boy, in that parents show more respect for the autonomy of the boy. For 
girls, more dimensions of parental support are influenced by the competence 
of the child. Not only do parents of more competent girls react with more 
respect for autonomy, but also with less hostility, and with more task-related 
behaviors such as providing better instructions and being more effective in 
setting structure and limits. In addition, dimensions of parental support do 
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not show much stability in girls, i.e., the position of a parent on a dimension 
of support at age 12 is not necessarily predicted by the position on that 
dimension at age 10. Parents show more fluctuations in their behavior 
towards girls over time. 
An interesting question remains whether the sex differences that were 
found have to be contributed to the side of the parent, or to the side of the 
child. Parents' behavior towards girls may be different from that towards 
boys because of different parental norms and values. As in our interpretation 
of the sex differences in stability of competence from infancy to elementary 
school, in this case our conclusion should be that parents are less, or less 
consistently supportive towards girls. Another possibility why parents' 
behavior towards girls is different from that towards boys is that the signals 
and needs of girls are actually different from those of boys. In this case, our 
conclusion should not be that parents are less supportive towards girls, but 
that this support has a different form. Our data thus far do not permit an 
answer to this question. 
A methodological remark also has to be made at this point. An 
alternative explanation of the sex differences found in this study might be the 
different meaning of instruments and situations for boys and girls. For 
example, exploration and contingency analysis in a non-social task might be 
seen as typical "boyish" forms of early competence. This could mean that this 
form of competence is reinforced more by the parents of boys, and would 
explain the fact that stability between this early competence and later ego-
resiliency is only found in boys, whereas it is absent in girls. Thus far, 
however, exploratory competence and the analysis of contingency effects 
have not been regarded as sex-specific forms of competence, so that this 
alternative explanation only remains a hypothesis. A second point that can 
serve as an alternative explanation for sex differences is the meaning of the 
puzzle situation that was observed when the children were 12 years old. An 
alternative explanation for the differences found in the effect of the child's 
previous competence on the reactions of the parent is that this puzzle situation 
is a situation which parents of boys conceive as an opportunity for the boy to 
show his competence (and thus the parents' reaction to a competent child 
would be to show respect for his autonomy), whereas in girls it is conceived 
as a situation to cooperate, and thus parents react with more, and more task-
specific elements of support to their child's competence. The cross-situational 
consistency of parental reactions to their child, and to their child's 
competence has to be focus of further studies. 
Consistent with these results, which suggest a somewhat decreasing 
effect of parental support on the child's competence, is the fact that various 
researchers on different social systems in which children develop have 
stressed the increasing role of the peer system in the development of the 
child, especially after entrance in elementary school (Krappmann, 1989; 
Parke et al., 1989). In addition to the parents, important others such as a 
teacher or peers become possible sources of social support. This increasing 
importance of other persons in the development of the child is confirmed by 
the fact that not only support from a specific referent person in the 
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environment of a child is important, but also the consistency of the 
environmental support. Agreement in ideas about a child, over time, and 
between persons (including the child him- or herself) is assumed to lead to a 
clearer and more predictable environment in which more consistent 
experiences of success and of support will lead to higher expectations 
regarding personal efficacy and regarding the availability of environmental 
support, and thus to a higher level of competence. 
Consensus between child-descriptions given by different persons in the 
environment of the child, stability of descriptions given over time, and 
mutuality between descriptions given by important persons and by the child 
his- or herself, were found to be important factors, especially in relation with 
the peer competence of the child. As in §6.2.1., it can be concluded that peer 
competence is influenced by these environmental factors to a greater extent 
than school achievement. We will return to this issue in §6.5.2. 
Although the importance of the consistency of self- and child-
descriptions was shown, the relative contribution of the three subsets of 
agreements may be of interest for further studies. Consensus between parents 
has been studied (Block, Block & Morrison, 1981, Deal, Halverson & 
Wampler, 1989, Vaughn, Block & Block, 1988). However, these studies all 
concern parental concordance on values and child rearing orientations. 
Consensus in judgment of the child concerns not so much ideas about child 
rearing, but about behavior and personal characteristics of the child. In 
addition, although concordance between parents and other important persons, 
e.g., the teacher, has been studied (e.g., Achenbach et al., 1987), the finding 
that consensus between parent and teacher is not only an issue of accuracy in judgment, but also is important in the development of competence warrants 
further study of this issue. 
Stability of descriptions had the lowest loading on the latent variable 
'consistency of self- and child-descriptions'. Stability of descriptions is also 
the variable which is related to developmental change in children. Asendoipf 
and Van Aken (in press) found that the stability of child-descriptions is 
related to the desirability of the child's behavior. Consistently described 
children were characterized only by traits that are supposed to be related to 
adequate adaptation to the most salient developmental task for that age group. 
Inconsistently described children, on the other hand, were characterized by 
traits that were not adequate adaptations to the developmental tasks related to 
their age. Because ego-resiliency reflects adequate adaptation to develop-
mental tasks, low ego-resiliency will be valued negatively by persons in the 
environment of the child, and therefore may cause pressure on the child to 
change and be the cause of instability. 
Mutuality of descriptions is a topic of interest because it is clearly re-
lated to the development of a self-concept, or identity in children (Van Lies-
hout, 1987b). Agreement between important persons in the environment of 
the child and the child him- or herself concerning ideas about that child leads 
to mutual trust and understanding. In line with the tradition of symbolic 
interactionism, Campbell and colleagues (Campbell, 1990: Campbell & Fehr, 
1990) describe how the self-concept of a person is constructed through social 
interaction. Their results suggest that clarity of the self-concept and agreement 
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between self-ratings and partner ratings are related to the self-esteem of the 
person. Van Eijck (1990) describes how the mutuality of descriptions can be 
placed in theories about identity-formation, and how this mutuality is related 
to various aspects of competent behavior of a child. 
Although the three agreement indices thus each may separately be 
expected to have an important role in the competence development of a child, 
the theoretical background and empirical results in this dissertation can be 
found to add something to these ideas. What is important is that the three 
groups of indices are found to be related to each other. That is, consensus, 
stability, mutuality are, although different concepts, found to be indicators of 
one construct, that was labeled 'consistency of self- and child-descriptions'. 
Apparently, this consistency in environmental ideas and approaches is a 
characteristic of the entire social environment of the child, not only of specific 
persons in that environment. Van Lieshout (1987b) already described this 
entire construct in terms of the structure of the self-concept of the child. In 
our study, this construct was found to have supportive value in the develop-
ment of the competence of a child, in particular in the development of peer 
competence. An important consequence of this is that when social support by 
different persons in the environment is considered, the consistency between 
the different sources of support and between these sources and the child him-
or herself seems to be an important factor in the effectivity of this support. 
6.4. Intelligence 
In our description of the mechanisms which are supposed to work in 
our theoretical model, we assumed important effects of congenital charac-
teristics of the child. These characteristics were assumed to affect all three 
aspects of our model. First, certain characteristics might elicit more or 
different types of social support. As Bell and Chapman (1986) mentioned, 
child characteristics such as person orientation, (hyper)activity, impulsive-
ness or assertiveness may have an effect on the reactions of parents towards 
their children. Second, congenital characteristics may also affect the 
development of expectancies in the child. For example, intelligent children 
might form earlier or more explicit expectancies about their personal 
competence and about environmental support than less intelligent children. 
Third, congenital characteristics may affect competent behavior itself. Certain 
characteristics might enable a child to be more competent in a certain 
developmental task. 
In the first and third study in this dissertation, intelligence was included 
as one of these congenital characteristics. In both studies, intelligence was 
expected to have an effect on the school achievement of the child, an example 
of the third mechanism mentioned above. In addition, the effect of 
intelligence on peer competence and on the consistency of ideas about the 
child was explored. 
The expected effect of intelligence on school achievement was found in 
our results, with the more intelligent children having higher school 
achievement Peer competence, on the other hand, was not related to 
intelligence. If we regard these results in the light of our theoretical model, 
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we see that evidence has been found for the expected effect of congenital 
characteristics (in this case intelligence) on the elements of our model. 
Apparently, intelligence has a direct effect on the school achievement of the 
child, which is of course to be expected. The effect of intelligence on the ego-
resiliency of the child also leaves room for an effect on the level of the self-
theory. Intelligent children might be more ego-resilient because they are better 
able to detect the contingencies between their acts and the effects in the 
environment, and thus may develop earlier and stronger expectancies 
regarding their personal competence. 
Another point in the role of intelligence in our results, however, has to 
be made. It refers to remarks made by Weinberg (1989) in a recent review of 
the controversies regarding intelligence. Following McClelland (1973), 
Weinberg argues that IQ tests may predict later academic achievement, but 
they do not predict life outcomes for many individuals. Weinberg argues that 
intelligence should not be limited to what intelligence tests measure, and he 
mentions the possibility of using the construct of social competence as an 
index of what he calls functional intelligence. This raises the issue regarding 
the definition of intelligence, and is consistent with e.g., Eysenck (1988), 
who described three concepts of intelligence, namely biological intelligence, 
psychometric intelligence, and social intelligence. Eysenck defines social 
intelligence as the application of biological intelligence and psychometric 
intelligence to problems an individual encounters in the life space. This 
concept of social intelligence therefore seems to be related to our definition of 
competence. 
Our finding that intelligent children are more ego-resilient is relevant to 
this issue. As Weinberg (1989) mentions, there is evidence that motivational 
and personality variables influence performance on intelligence tests. This 
may mean that the relationship between intelligence and ego-resiliency should 
be interpreted as being in a different direction than we made earlier. It might 
be not the case that intelligent children are more ego-resilient, but that one of 
the characteristics of ego-resilient children is that they perform better on the 
intelligence tests. Given the more central position of ego-resiliency in our 
model and our results compared to intelligence, it may be that ego-resiliency 
can be used as an index of the construct of social competence that Weinberg 
proposed. 
6.5. Some methodological concerns 
6.5.1. Measuring social support in elementary school children 
An important methodological issue related to the parents' adjustment of 
their support to the competence of the child concerns the validity of the 
observation. Parental support is observed in a concrete problem-solving task. 
This situation is fairly 'distress-free': the competence of the child is well 
known to both parent and child, and the problem at hand is not an existential 
issue. The question remains as to whether the pattern of interaction between 
parent and child is the same in less familiar and/or more stressful situations. 
In these situations emotional support may be more important than it was 
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found to be in the task situations in our experiments. It may be that the pattern 
we observed, i.e., of parents adjusting their support to the competence of 
boys in the form of showing respect for autonomy, and to the competence of 
girls by adjusting task-related aspects of support, is specific to stress-free 
situations and may be different in more uncertain situations in which new 
kinds of domain-specific competencies have to be developed. 
To provide an answer to this question, we can refer to Cairns and 
Green (1979) who describe how, as pointed out in §2.3.6.1., the use of 
rating scales gives an observer more opportunity to judge parents on more 
abstract dimensions, which are supposed to be invariant over situations. 
Cairns and Green describe how ratings will be determined more by charac-
teristics of the child, and less by characteristics of the setting. It is our im-
pression that the five dimensions observed with the rating scales are indeed 
related to true dimensions in the behavior of the parent and that the scores of 
the parents on these dimensions are the same as would be observed in 
situations in which more developmental-task-related support should be pro-
vided. However, this remains a problem for further study. 
6.5.2. The measurement of general competence 
In general, the results in the three empirical studies seem to confirm our 
ideas as formulated in our theoretical model. Results confirm the expected 
transactional relationship between general and domain-specific competence, 
the transactional relationship between a child's competence and parental 
support, and at a later age the important role of other persons in the 
environment of a child in providing support to the child. 
One of the major points in the discussion, and in further studies, could 
be the exact scope of our definition of competence. Although the theoretical 
model was described in terms of the development of competence in a wide 
variety of domains, the results seem to indicate that the model is more valid 
for the development of peer competence than it is for the development of 
school achievement. In other words, the model might be more suited for 
describing the development of social competence, i.e. competence in handling 
the developmental tasks which are related to the social environment (cf. 
Anderson & Messick, 1974). 
This issue has both a methodological and a theoretical side. The 
methodological side concerns the measurement of the general form of 
competence. Although in our theoretical model (following the ideas of Block 
& Block and Waters & Sroufe) ego-resiliency is regarded as a context- and 
culture-free definition of competence, our results suggest that this may not be 
the case. It seems as though ego-resiliency also has specific focuses. At the 
age of 7, ego-resiliency was found to be related to school achievement, 
whereas at age 10, it was found to be related to peer competence. Although 
changes in judgment of ego-resiliency may be related to changes in the 
salience of developmental tasks at a certain moment, the relation between ego-
resiliency and peer competence was found to be stronger than the relation 
between ego-resiliency and school achievement. This suggests that the 
salience for the judgment of ego-resiliency of developing adequate peer 
interactions is greater than the salience of adequate school achievements. 
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The theoretical side of this issue concerns the importance of the 
domain-specific competencies in our studies. In general, the effects concer-
ning school achievement in our results were smaller than the effects concer-
ning peer competence. First, the effects of ego-resiliency on school achieve-
ment were smaller than the effects of ego-resiliency on peer competence. 
Second, the feedback effects of school achievement on ego-resiliency were 
smaller then those of peer competence on ego-resiliency. Third, the re-
lationship between school achievement and consistency of self- and child-
descriptions was small. Social support seems only indirectly related to school 
achievement: through the development of ego-resiliency. Peer competence, 
on the other hand, seems clearly related to both ego-resiliency and social 
support. Apparently, peer competence seems to have a more central role than 
school achievement not only in the judgment of ego-resiliency, as explained 
before, but also in the development of general competence of the child as 
described within our theoretical framework. 
Another theoretical remark that can be made here concerns the two 
expectancies that were mentioned in the self-theory of the child Thus far, we 
have assumed that these two expectancies would be tightly interconnected, so 
that the enhancement of the expectation regarding the availability of social 
support would automatically enhance the expectation regarding personal 
competence. It is possible, however, that the latter expectation may also 
develop more or less independent of the former. In this case, it could be 
argued that social support, through enhancing the expectancy of its 
availability, would also have the greatest influence on that specific com-
petency in which the social domain is also concerned. On the other hand, 
experiences of competence in school achievement might only influence the 
expectancy regarding one's personal non-social competence, and might thus 
be less related to social support and also have a smaller feedback effect on 
ego-resiliency. Although both Epstein (1973, 1980) and Brethenon (1985) 
assume this connection between the two sets of expectancies in their ideas (in 
terms of the two major postulate systems in the self-theory of Epstein, and 
the two parts of the internal working model of Bowlby and Brethenon), this 
point has not received much attention thus far. 
6.5.3. Onset and salience of developmental tasks 
At different points in testing and adjusting our models in the LISREL-
analyses, cross-lagged effects (i.e., effects of one variable at t=l on another 
variable at t=2, the clearest indicator of a causal effect) were found to be not 
significant and had to be replaced by simultaneous effects of one variable on 
the other. This was especially the case when the development of domain-
specific competencies was studied. For both peer competence and school 
achievement, relations were already established at the time of our first 
measurement point 
These results have to be explained in terms of the timing of measuring 
the domain-specific competencies. For school achievement, as described 
before, the clearest pattern of correlations was found at age 7, at the 
beginning of elementary school (but also at the beginning of our measure-
ments regarding school achievement). The salience of school achievement as 
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a developmental task probably declined thereafter in favour of more attention 
to the development of peer competence. At the end of elementary school, 
school achievement may have regained some of its importance since this is a 
period when choices must be made regarding secondary education. 
The onset of developmental tasks, and the timing of measuring the 
competence on that specific domain might also explain some of the results 
regarding peer competence. The relation between peer competence and either 
ego-resiliency or consistency of descriptions already has been established at 
the age of 10. Peer competence then remains fairly stable, and is no longer 
influenced by ego-resiliency. 
In summary, in our longitudinal analyses it was found that for both 
domain-specific competencies the relationships with important variables in 
our model already were established at the time they were first measured. 
Although the results in this dissertation are clearly interpretable from the point 
of view of our theoretical model, identifying the critical phase in which these 
specific competencies are developed and then studying the interplay of 
variables at that specific time point might be of interest for the further study of 
the exact mechanisms that play a role in the development of domain-specific 
competencies, especially peer competence. 
This timing of developmental tasks is not only a problem for choosing 
measurement points in a longitudinal design. As Heymans (1990) suggested, 
developmental tasks may partly appear in an a priori defined order, and each 
task may have an expected duration. Also Kindermann and Skinner (1988), 
in their description of developmental tasks as organizers of caregiver-child 
interaction, found that the phase of a developmental task a child is in (pretask, 
learning, or competence phase), is an important factor in determining parental 
supportive reactions to the child. The beginning and the end of a develop-
mental task may be important for caregivers to monitor the development of the 
child, and to provide adequate social support. 
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The focus of the longitudinal study reported in this dissertation is the 
development of competence. In Chapter 1. the concept of 'developmental 
tasks', viewed as being central in the development of a child, is described. 
Developmental tasks can be seen as demands or opportunities a person has to 
cope with during the life-span. Continuity in the development of a child can 
be found in similarities in adaptation to subsequent developmental tasks. A 
theoretical model describes how the competence of a child is expected to 
develop in a transactional relationship with the social support a child receives 
from persons in the environment. In this model, three important elements 
were described. Competence is defined as the capability to actively and 
effectively adapt to developmental tasks. A self-theory, consisting of 
expectancies regarding the efficacy of one's personal behavior, and regarding 
the availability of support from persons in the environment, is defined as 
providing the motivational basis for competence. It is expected that social 
support will influence both the actual competence of the child, and thus the 
expectancies the child has regarding personal competence, as well as the 
expectancies the child has regarding support from the environment. In 
addition, feedback effects from both the child's expectancies regarding 
support, and the competent behavior of a child, on the social support 
provided by the environment were assumed. Congenital characteristics were 
expected to have an effect not only on the child's competence, but also on the 
development of expectancies, and on social support. 
In Chapter 2. an overview and background of the instruments used in 
the three empirical studies is given. In addition, some remarks on the main 
technique of data-analysis used in the studies, structural equation modeling 
(LISREL), are made. Structural equation modeling (in this dissertation using 
the LISREL-algorithm) is a technique that is proposed for improving the 
ability to make causal inferences from non-experimental data. Structural 
equation modeling makes it possible to test the 'goodness-of-fit' of a set of 
structural equations, in which hypotheses about causal relations between 
variables can be formulated. Using this technique, causal models that were 
deducted from our theoretical model were tested in the three empirical studies 
in this dissertation. 
In Chapter 3. the development of competence was studied. Competence 
was defined as adequate adaptation to developmental tasks, both on a general, 
as well as on a task-specific level. Ego-resiliency was conceived as the 
general form of competence, the flexibility in solving problems a person is 
confronted with during his or her development. On a domain-specific level, 
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school achievement and peer competence were conceived as domain-specific 
competencies, which can be seen as domain-specific manifestations of 
general competence. Results show that ego-resiliency forms the basis of the 
two domain-specific competencies. These effects were simultaneous, i.e., 
within one measurement point. On the other hand, both competencies were 
found to have a feedback effect on later ego-resiliency. This feedback effect 
was strongest for peer competence. These results stress the transactional 
relationship between general and domain-specific competencies, and the 
importance of success in developing domain-specific competencies (in 
particular peer competence) for the development of competence in the child. 
In Chapter 4. the transactional relationship between parental support 
and the development of competence in children was investigated. Sensitivity 
of the parent (i.e., the ability to detect signals of the child, to interpret them 
correctly, and to react to them adequately) is assumed to be a prerequisite for 
the ability to provide adequate social support. In early infancy, sensitivity of a 
parent is expected to manifest itself in the responsiveness of the parent to 
signals and needs of the child. At the age of 10 and 12 years, sensitivity is 
expected to manifest itself in five dimensions of parental support, i.e., 
supportive presence, respect for autonomy, structure and limit setting, 
hostility, and quality of instruction. For both boys and girls, parental res-
ponsiveness was found to have an effect on the competence of the child at the 
age of nine months. Competence remained stable in boys from nine months to 
7 years, as well as between the ages 7 and 10 years, and 10 and 12 years. For 
girls, stability in competence was only found during the elementary school 
years. In both boys and girls the competence of the child had an effect upon 
later social support given by the parent. For boys, parents were more 
consistent in their approach and only their respect for the child's autonomy 
was influenced by the competence of the child. For girls, parental support 
was less consistent and more easily influenced by the child. 
In Chapter 5. child-descriptions given by teachers, parents, peers and 
the child him- or herself were used. The consistency of self- and child-
descriptions, over time and over environments, was indicated by consensus 
(agreement in child-descriptions between pairs of referent persons), mutuality 
(agreement between a child's self-description and descriptions by referent 
persons), and stability (agreement between descriptions given over a period 
of time). This consistency in ideas about the child's central behavior and 
personality characteristics is expected to lead to clarity and predictability in 
environmental approaches and demands to the child. This will lead to well-
defined expectancies in the child regarding personal competence and 
regarding environmental support, and thus will make a positive contribution 
to the development of competence. In this chapter, a longitudinal model was 
tested in which the consistency of self- and child-descriptions was expected to 
have a causal relation with the two domain-specific competencies, i.e., school 
achievement and peer competence. The resulting model showed a small, 
reciprocal relation between the consistency of self- and child-descriptions and 
school achievement. A strong effect of this consistency on the peer com-
petence of a child was found. In addition, intelligence of the child was found 
to have an effect on the consistency of self- and child-descriptions. These 
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results suggest the importance of consistency in the ideas of various referent 
persons in the development of competence in different domains, especially in 
the domain of peer competence. 
In Chapter 6. the results of the three empirical studies are discussed and 
general conclusions are drawn. An important issue in the discussion of these 
results was the fact that the construct of ego-resiliency, as well as the entire 
theoretical model that was formulated might be more valid in the description 
and explanation of the development of social competence, i.e., handling the 
developmental tasks that are related to the social environment. Another remark 
in the discussion was the fact that the onset and saliency of developmental 
tasks might be an important issue, both for studying the exact mechanisms 
that are related to adaptation to these tasks, as well as for the importance for 
caregivers of being aware of the saliency of a developmental task in order to 
provide adequate support to their child. 
The results of the three studies were found to confirm the ideas that 
were formulated in our theoretical model. The expected transactional 
relationship between general and specific competence was found, as was the 
transactional relationship between the child's competence and parental 
support In addition, the supportive value of consistency in child descriptions 
given by important persons in the environment of a child, including the child 
him- or herself, was shown. In general, the transactional character of the 
development of competence in relation to both support and demands from the 




Onderwerp van de longitudinale studie die in deze dissertatie 
gepresenteerd wordt is de ontwikkeling van competentie. In Hoofdstuk 1 
werd het concept ontwikkelingstaak, dat geacht wordt centraal te staan in de 
ontwikkeling van de competentie van een kind, beschreven. Ontwikkelings-
taken kunnen worden gezien als een thematisch samenhangende reeks eisen 
en kansen waarmee een persoon moet kunnen omgaan gedurende zijn 
levensloop. Continuïteit in de ontwikkeling van een kind kan worden waar-
genomen in overeenkomsten tussen de aanpak van dat kind van op-
eenvolgende ontwikkelingstaken. In dit hoofdstuk werd een theoretisch 
model beschreven waarin de competentie van een kind verondersteld wordt 
zich te ontwikkelen in een transactionele relatie met de sociale ondersteuning 
die dat kind ontvangt van personen in zijn omgeving. In het model worden 
drie belangrijke elementen verondersteld. Competentie wordt gedefinieerd als 
de capaciteit van een persoon om zich actief en effectief aan de ont-
wikkelingstaken aan te passen. Een zelf-theorie. bestaande uit verwachtingen 
die een persoon heeft met betrekking tot de effectiviteit van zijn eigen gedrag, 
en betreffende de beschikbaarheid van ondersteuning van personen in zijn 
omgeving, werd geformuleerd als de motivationele basis voor competentie. 
Verwacht wordt dat sociale ondersteuning van invloed is op zowel de 
daadwerkelijke competentie van het kind, en dus op de verwachtingen die het 
kind heeft over zijn eigen effectiviteit, als op de verwachtingen die het kind 
heeft over de ondersteuning vanuit de omgeving. Bovendien worden feed-
back effecten verondersteld op de sociale ondersteuning van zowel de ver-
wachtingen die het kind heeft met betrekking tot ondersteuning, als van de 
competentie van het kind. Aangeboren kenmerken van het kind worden ver-
ondersteld een effect te hebben op de competentie van het kind, maar ook op 
de ontwikkeling van de verwachtingen, en op sociale ondersteuning. 
In Hoofdstuk 2 werd een overzicht gegeven van de instrumenten die in 
de drie empirische studies gebruikt zijn. Bovendien werden een aantal 
opmerkingen gemaakt met betrekking tot de voornaamste data-analyse tech-
niek die in deze studies gebruikt werd, het analyseren van structurele ver-
gelijkingsmodellen. Het toetsen van structurele vergelijkingsmodellen (in deze 
dissertatie met behulp van het LISREL-algoritme), is een techniek die is 
ontwikkeld om de mogelijkheid te vergroten om causale gevolgtrekkingen te 
maken uit niet-experimentele data. Structurele vergelijkingsmodellen maken 
het mogelijk om de 'goodness-of-fit' van een set regressie-vergelijkingen te 
toetsen, waarin hypotheses over causale relaties geformuleerd zijn. Met 
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behulp van deze techniek werden in de drie empirische studies in deze disser-
tatie causale modellen getoetst die waren afgeleid uit ons theoretisch model. 
In Hoofdstuk 3 werd de ontwikkeling van competentie bestudeerd. 
Competentie werd gedefinieerd als adequate aanpassing aan ontwikkelings-
taken, zowel op een algemeen als op een taak-specifiek niveau. Ego-
veerkracht werd opgevat als de algemene vorm van competentie, de 
flexibiliteit in het oplossen van problemen waarmee de persoon wordt 
geconfronteerd gedurende zijn of haar ontwikkeling. Op domein-specifiek 
niveau werden schoolprestaties en competentie in de omgang met leeftijd-
genoten opgevat als domein-specifieke competenties, die kunnen worden 
gezien als domein-specifieke uitingen van de algemene competentie. De 
resultaten wijzen uit dat ego-veerkracht de basis vormt van de twee domein-
specifieke competenties. Effecten werden gevonden van ego-veerkracht op de 
twee domein-specifieke competenties. Deze effecten waren simultaan, dat wil 
zeggen binnen een meetmoment, maar niet over rijd. Aan de andere kant 
bleken beide competenties een feedback effect te hebben op latere ego-
veerkracht. Dit feedback effect was het sterkst voor de competentie in de 
omgang met leeftijdgenoten. Deze resultaten benadrukken de transactionele 
relatie tussen algemene en domein-specifieke competentie, en het belang van 
succes in het ontwikkelen van domein-specifieke competenties (vooral in de 
omgang met leeftijdgenoten) voor de ontwikkeling van competentie in een 
kind. 
In Hoofdstuk 4 werd de transactionele relatie tussen de ondersteuning 
door de ouders en de competentie van het kind bestudeerd. De sensitiviteit 
van de ouder (gedefinieerd als de vaardigheid om signalen van een kind waar 
te nemen, correct te interpreteren, en er adequaat op te reageren) werd ver-
ondersteld een belangrijke voorwaarde te zijn voor de vaardigheid om 
adequate sociale ondersteuning te geven. Op jonge leeftijd wordt de 
sensitiviteit van de ouder verondersteld zich te uiten in de vroege res-
ponsiviteit van de ouder (gedefinieerd als een adequate en directe reactie op 
signalen en behoeften van het kind). Wanneer de kinderen 10-12 jaar oud zijn 
wordt sensitiviteit verwacht zich te uiten in vijf dimensies van ondersteuning, 
te weten ondersteunende aanwezigheid, respect voor autonomie, het aan-
brengen van structuur en grenzen, vijandigheid, en de kwaliteit van instructie. 
Voor zowel jongens als meisjes bleek de responsiviteit van de ouder effect te 
hebben op de competentie van het kind op de leeftijd van negen maanden. Bij 
jongens bleef de competentie stabiel tussen 9 maanden en 7 jaar, evenals 
tussen 7 en 10 jaar en tussen 10 en 12 jaar. Bij meisjes werd de stabiliteit van 
competentie alleen tijdens de lagere school leeftijd gevonden en niet tussen 9 
maanden en 7 jaar. Zowel bij jongens als bij meisjes beïnvloedde de com-
petentie van het kind de latere sociale ondersteuning door de ouder. Bij 
jongens waren de ouders meer consistent in hun benadering, en werd alleen 
het respect voor autonomie dat ze toonden door de competentie van het kind 
beïnvloed. Bij meisjes was de ouderlijke ondersteuning minder consistent, en 
werd deze meer beïnvloed door de competentie van het kind. 
In Hoofdstuk 5 werden beschrijvingen van gedrags- en persoons-
kenmerken van het kind gebruikt gegeven door onderwijzers, ouders, 
leeftijdgenoten, en door het kind zelf. De consistentie van zelf- en kind-
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beschrijvingen, zowel over tijd als over personen, werd afgeleid uit consen-
sus (de overeenstemming tussen kind-beschrijvingen van verschillende 
referentie-personen), mutualiteit (de overeenstemming tussen de kind-
beschrijving van telkens één referentie-persoon en de zelf-beschrijving van 
het kind) en stabiliteit (de overeenstemming tussen kind-beschrijvingen 
gegeven op verschillende momenten). Deze consistentie in ideeën over 
centrale karakteristieken van gedrag en persoon van het kind, werd 
verondersteld te leiden tot duidelijkheid en voorspelbaarheid voor het kind in 
de benaderingen en verwachtingen vanuit de omgeving. Dit leidt vervolgens 
tot goed gedefinieerde verwachtingen bij het kind met betrekking tot zijn eigen 
effectiviteit en met betrekking tot sociale ondersteuning vanuit de omgeving, 
en heeft aldus een positieve invloed op de ontwikkeling van competentie. In 
dit hoofdstuk werd een longitudinaal model getoetst waarin de consistentie 
van zelf- en kind-beschrijvingen verwacht werd een causale effect te hebben 
op de twee domein-specifieke competenties, nl. schoolprestaties en omgang 
met leeftijdgenoten. Het uiteindelijke model liet een kleine, wederkerige relatie 
zien tussen deze consistentie van zelf- en kind-beschrijvingen en school-
prestaties. Er werd een sterk effect van deze consistentie op de competentie 
van het kind in de omgang met leeftijdgenoten gevonden. Bovendien had de 
intelligentie van het kind effect op de consistentie van zelf- en kind-
beschrijvingen. Deze resultaten suggereren dat consistentie in de ideeën die 
verschillende referentie-personen in de omgeving van het kind hebben van 
belang is voor de ontwikkeling van competentie op verschillende domeinen, 
vooral op het domein van de omgang met leeftijdgenoten. 
In Hoofdstuk 6 werden de resultaten van de drie empirische studies 
bediscussieerd en werden algemene conclusies getrokken. Een belangrijk 
punt in deze discussie betreft het feit dat het construct ego-veerkracht, en het 
theoretische model dat geformuleerd is, mogelijk vooral geldig is voor de 
beschrijving en verklaring van de ontwikkeling van sociale competentie, dat 
wil zeggen het omgaan met de ontwikkelingstaken die gerelateerd zijn aan de 
sociale omgeving van een kind. Een andere opmerking in de discussie betreft 
het feit dat het moment van aanvang en het belang op een bepaald moment van 
een ontwikkelingstaak aandacht verdient. Dit geldt zowel voor het bestuderen 
van de precieze mechanismes die gerelateerd zijn aan de aanpak van deze 
taken, als, voor opvoeders, voor het geven van zo adequaat mogelijke sociale 
ondersteuning. 
De resultaten van de drie empirische studies ondersteunen de ideeën 
zoals die geformuleerd zijn in het theoretisch model. De verwachte trans-
actionele relatie tussen algemene en specifieke competentie werd gevonden, 
evenals de verwachte transacüonele relatie tussen de competentie van het kind 
en de ouderlijke ondersteuning. Bovendien werd de ondersteunende waarde 
aangetoond van de consistentie van kind-beschrijvingen gegeven door 
belangrijke personen in de omgeving van het kind, het kind zelf inbegrepen. 
In het algemeen werd het transacüonele karakter van de ontwikkeling van 
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